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Abstract 
Research on specific uses of English in occupational and academic discourse communities 
has led to the development of different types of analyses of learners’ target language needs and 
present learning needs which are specific to a particular context. A substantial body of research 
indicates that needs analyses have been well-developed in ESL contexts, whereas those in EFL 
contexts like Indonesia are less well developed. The aim of this study was to investigate needs 
analysis practices in one accounting department of a tertiary vocational education institution in the 
EFL context of Indonesia. A conceptual framework of target situation and present situation analysis 
were used to examine the perspectives of four stakeholders in the department - students, English 
and accounting lecturers, and administrators - in relation to their perspectives and their practices of 
needs analysis. In addition, this study explored the extent to which English and accounting lecturers 
collaborated in undertaking needs analysis in this context.  
The study adopted a case study research design using a mixed methods approach to data 
collection. A total of 168 students in their final year of study, four English lecturers, five accounting 
lecturers, and three administrators in the accounting department participated in this study. A 
structured questionnaire using Likert-like scales was used to collect data from undergraduate 
students about their perspectives of the levels of importance of language competencies in the four 
language skills - listening, speaking, reading and writing. Individual and focus group interviews and 
a workshop were used as the main qualitative data collection instruments to collect information 
about perceptions and analysis practices from the students, the lecturers, and the administrators. A 
document study was conducted to examine learner needs as addressed in English curricular 
documents.  
The key findings related to the practices of target situation analysis were that the 
stakeholders analysed the students’ target occupational needs pragmatically. While the majority of 
the English lecturers and administrators relied on informal talks with graduates through social 
media to get information about target needs, the accounting lecturers drew the target English needs 
for accounting from the use of bilingual financial statements in business in a globalized economy. 
Meanwhile, the students relied on their assumption that speaking and listening skills were mostly 
needed for communication in social discourse. The English lecturers, the students, and two 
accounting lecturers held similar views about the primacy of speaking skills and considered that 
conversational skills for social interactions among workers were important. Nevertheless, their 
knowledge about workplace discourses was limited. They made assumptions about workplace 
discourses and compared them to the typical discourses of their own social communities. A 
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different view of learner occupational needs was acknowledged by the accounting lecturers. They 
perceived that knowledge of English accounting terminology was needed by the students to deal 
with English financial reports.  
The main findings related to these stakeholders’ present situation analyses showed that there 
was a strong connection between their limited knowledge about target discourse and their 
determination of needs based on their routine instructional activities. It was evident that the 
necessity for oral communication competence and knowledge of English accounting terminology 
was predominantly justified based on the students’ current low language proficiency and academic 
language deficiency. The lecturers’ analyses of the students’ language deficiency resulted in their 
focus on addressing language problems in their instructional activities while striving to achieve the 
perceived target needs. Furthermore, this study found that the English and accounting lecturers 
rarely cooperated in determining the students’ needs. A facilitated collaborative discussion between 
them about learner needs revealed that despite the accounting lecturers’ perspectives of the 
necessity of understanding English accounting terms, they did not make any recommendations for 
teaching the terminology through English academic texts either in their accounting courses, or in 
ESP courses. Some lecturers acknowledged that they themselves sometimes had difficulty in 
understanding accounting concepts in English accounting texts. The English lecturers were also 
resistant to teaching English academic accounting texts because they had no expertise in the 
discipline.  
The findings of this study add to our knowledge and our understanding of the stakeholders’ 
multi-layered needs analyses in this context and the influences on their decision-making when 
prioritizing learners’ learning needs. The findings also provide insights into the students’ analyses 
of their language proficiency and learning problems as well as their needs priorities. The findings 
also provide evidence of lecturers’ awareness of their own limitations in identifying learners’ 
occupational needs, their lack of coordination in needs analysis, and the necessity for more 
emphasis on formal target situation analysis. Finally, this study also shed light on the importance of 
understanding the challenges of teaching and learning English for academic purposes (EAP) in an 
EFL context as EAP was challenging for students, English lecturers, and subject lecturers.   
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Chapter I 
Introduction 
Background of the Study  
This study investigates English for Specific Purposes (ESP) needs assessment practices in 
the accounting department of a tertiary vocational education institution in the English as a foreign 
language (EFL) context of Indonesia.  
The emergence of English as a preeminent language of science, technology, and commerce 
since the end of World War II has given this language a privileged position around the world which 
arouses a mass of people’s interests to learn English, including the interests of those who live in 
countries where communication and the medium of instruction have long been established in a 
different language (e.g. Hutchinson & Waters, 1987; Kirkpatrick, 2012). The use of English in these 
crucial domains has been further intensified in contemporary globalization, leading non-English 
speaking countries in the developing world to introduce more English in education to facilitate their 
participation in the globalized economy.  
This status of English as the language of science, technology and business in a global 
context has brought about research on the uses of English in these domains. Beginning with the 
work of register analysis in the 1960s, scholars were interested in analysing common core features 
of grammar and lexis of scientific English texts (e.g. Halliday, McIntosh & Strevens, 1964; Ewer & 
Latorre, 1967; Ewer & Hughes-Davies, 1971; Ewer & Hughes-Davies, 1972). The main purpose of 
this research was to provide EFL/ESL learners with information about specific linguistic properties 
in science and technology. This research has contributed to a new approach in ESL/EFL teaching 
known as ESP which focuses on the specificity of English use in academic and occupational 
domains. 
In the 1970s and 1980s, with the advent of communicative language teaching, research on 
English language uses in science and technology continued to develop. Language analysis which 
was formerly confined to sentence-level analysis as found in register analysis was extended to 
include analysis of paragraphs which were considered as the basic rhetorical units showing the 
interrelations between the various levels of rhetorical process (Selinker, Todd-Trimble & Trimble, 
1976, 1978). Rhetorical analysis using a discourse approach was considered as a more grounded 
approach in the study of specific uses of English in a particular field (Gunawardena, 1989; 
Lackstrom, Selingker, & Trimble, 1973; Selinker, Todd-Trimble & Trimble, 1976; Widdowson, 
1974). Research in this area gained momentum after the introduction of genre analysis. Genre 
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analysis has provided a framework of discipline-specific text analysis focusing on generic linguistic 
features of a text and the rhetorical considerations motivating the generic features (Swales, 1990; 
Swales & Feak, 1994; Hyland, 2003; Lin, 2006; Cheng, 2007). However, with development of 
research on specific language uses in professional and academic domains in diverse disciplinary 
contexts, scholars have begun to accept the presence of diverse genres across disciplinary domains. 
This makes them assert the specificity of language use to a particular context which means that to a 
great extent, linguistic features and rhetorical patterns of texts across disciplinary domains are not 
generalizable (e.g. Hyland, 1998, 2004, 2011; Kim & Lim, 2013; Molle & Prior, 2008; Swales, 
2004).  
Interest in the communicative aspect of language and target group analysis had also resulted 
in different analyses of learner communicative needs (e.g. Munby, 1978; van Ek, 1975, van Ek & 
Trim, 1990). Early empirical analyses of learner communicative needs were attributed to the work 
of the Council of Europe that determined the communicative competence standards of target 
situations of foreign language learners across Europe (van Ek, 1975) or target situation tasks 
(Dudley-Evans, 1988; Johns, 1988). In Australia, the focus on learner needs analysis in course 
design began in the early 1980s (Bottomley, Dalton, & Corbel, 1994) which later became the basis 
to determine the standards of competencies for the national curriculum of Adult Migrant English 
Program (AMEP) (Burns & Joyce, 2000). These emphases on learner needs together with studies on 
English language uses for particular communities were viewed as the defining features of ESP (e.g. 
Belcher, 2006; Bhatia, 1986; Dudley-Evans & St John, 1998; Hyland, 2011; Strevens, 1988; 
Swales, 1986).   
Nevertheless, ESP has been confronted with diverse perspectives of learner needs. Among 
these perspectives, Hutchinson’s and Waters’s (1987) conceptual notions of learner needs were 
prominent. They viewed ESP as “an approach to language learning which is based on learner need” 
(p.19).  Thus, according to them, the foundation of ESP is determined by learner reasons for 
learning English. They made three distinctions of needs: necessities, lacks, and wants. Necessities 
are target situation communicative needs. Lacks refer to the gap between the existing proficiency of 
the learners and the demands of the target situation, whereas wants are subjective requirements that 
refer to what learners feel they need. Hutchinson and Waters (1987) also extended the definition of 
needs to include learning needs, and argued that ESP must be based on an understanding of the 
process of language learning. The identification of needs, however, continued to develop. The 
emergence of strategy analysis, for example, was intended to include consideration of learners’ 
learning styles and strategy in curriculum design in relation to methodological issues (Nunan, 
1988). In addition, means analysis was intended to examine the potential and constraints of learning 
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condition comprising the available resources, materials, aids and methods, and the prevailing 
attitudes or culture (West, 1994, p. 4). The scope of means analysis was broadened to include other 
factors such as political and social factors in situation analysis (Richards, 2001) or environment 
analysis (Nation & Macalister, 2009).  
These perceptions of needs have been driven by what is believed to be educationally 
worthwhile by different parties involved in ESP education (Berwick, 1989). For example, as ESP 
recognizes the close connection between content and language, the use of authentic disciplinary 
materials has long been suggested in ESP education to provide learners with an authentic context 
that makes learning more relevant and efficient (e.g. Bhatia, 1986; Dudley-Evans, 1988; Zhang, 
2007). Thus cooperation between ESP and discipline-specific teachers has also been emphasized in 
ESP education (Dudley-Evans & John, 1998; Northcott & Brown, 2006; Platt, 1993; Selinker, 
1988; Swales, 1986; Zhang, 2007).  This cooperation is needed because ESP teachers frequently 
have to use highly specialized texts of the students, the content of which is not their specific 
knowledge. In addition, the use of authentic disciplinary materials has also been intensified with 
genre analysis to provide ESL/EFL learners with knowledge of generic linguistic features of texts, 
rhetorical patterns, and text organizations. This is intended to enable these learners to effectively 
communicate with native speakers in the target communities (e.g. Belcher, 2009; Burns & Moore, 
2008; Hyland, 2005; Johns, 1988; Swales, 1990).  Furthermore, genre analyses have expanded to 
professional and academic domains in diverse disciplinary contexts such as business negotiations 
(e.g. Charles, 1996; Santos, 2002; Vourela, 2005) and research articles (e.g. Hemais, 2001; 
Kanoksilapatham, 2005; McGrath & Kuteeva, 2012; Ruiying & Allison, 2003, 2004; Swales, 2004) 
in order to draw generic linguistic features and rhetorical patterns of a particular genre or subgenre. 
These provide evidence for the connection between the conceptualizations of learner needs, English 
uses in a specific discourse community, and what the members of the community believe to be 
educationally worthwhile for their context.  
Statement of the Problem 
Given the dominance of native speaker models in defining language knowledge and 
competencies for ESL/EFL learners’ successful communication with the target native communities, 
studies of specific uses of English and analyses of target communicative needs have been much 
influenced by these native English-speaking scholars’ views of English uses in their discourse 
communities (e.g. Bremner, 2008; Burns & Joyce, 2000; Burns & Moore, 2008; Evans, 2012; 
Flowerdew, 2010; Hyland, 2003, 2004; Johns, 1998, 2008; Swales, 1990; 2004; Swales & Feak, 
1994, van Ek & Trim, 1990). These views have also influenced ESP needs assessment practices in 
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the ESL contexts where these learners find immediate needs for English in their communities. 
Therefore, the majority of research on ESP learner needs outside the native English-speaking 
countries has taken place in ESL contexts (e.g. Chew, 2005; Dudley-Evans, 1983, 1988; Evans, 
2010b, 2012; Flowerdew, 2010; Lam, Cheng, & Kong, 2013).  
 The increased introduction of English as a global lingua franca has been the proliferation of 
ESP in EFL countries, particularly in the higher education sector. However, ESP and the various 
models of needs assessments developed in the ESL contexts might be seen as irrelevant to EFL 
contexts for a number of reasons. For instance, although the importance of ESP is recognized at the 
policy level, specific use of English across disciplinary domains is still limited (e.g. Duan & Gu, 
2005). This may make it difficult for ESP stakeholders to identify needs for the ESP curriculum. 
Secondly, given the dominance of the national language in education in these contexts, there may 
be conflicting views on the use of English and the national language in various domains. In the 
absence of identifiable needs and sources of these needs, ESP stakeholders including language and 
content lecturers may have different understandings of learner needs, which may complicate the 
processes and outcomes of needs identification for ESP. 
Although these are legitimate questions to ask in relation to ESP in EFL contexts, there has 
been limited research on needs assessment practices in the EFL contexts. Moreover, available 
studies of specific language uses in these contexts have generally addressed the needs of graduate 
students in relation to writing research papers (e.g. Hemais, 2001; Kanoksilapatham, 2005; 
McGrath & Kuteeva, 2012). Few studies have examined the needs of undergraduate students in the 
EFL contexts (e.g. Kaewpet, 2009; Xiao, 2006). Against this background, the present study 
investigates the ESP needs assessments practices in the accounting department of a tertiary 
vocational education in the EFL context of Indonesia. It explores how the needs assessments 
models developed in ESL contexts manifest in stakeholders’ practices in the EFL context; how ESP 
and subject teachers cooperate with one another in needs assessment and what implications their 
practices have for ESP education. The study aims to broaden the scope of needs analysis by 
focusing on the EFL context of Indonesia. In this context, although English is used as the first 
foreign language (Kirkpatrick, 2010; Hamied, 2005; Huda, 1999; Sadtono, 2005), it is only used in 
limited circumstances. Instead, Bahasa Indonesia is used as the national language and the medium 
of instruction in academic situations (Kirkpatrick, 2010; Sadtono, 2005; Undang-Undang Republik 
Indonesia Nomor 24, 2009). 
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The Indonesian Context 
In EFL contexts, students’ needs for English have been connected with the demand for 
reading literature in English (e.g. Chia, Johnson, Chia, & Olive, 1999; Huda, 1999; Hamied, 2005). 
These needs are understandable as English is considered as a means to access knowledge and 
research and thus English has been instrumental in the development of a nation (e.g. Hamied, 
2005). However, in Indonesia needs analysis is relatively new. National needs analysis was initiated 
in 1990 (Huda, 1999). It was first conducted in relation to the national policy for English education 
in schools. Even though tertiary education in Indonesia has its own authority in determining its 
English language pedagogy, to some extent, the national policy of English language teaching at 
school level has influenced the direction of English language teaching in universities and colleges. 
To provide a contextual background of the study, this section discusses how English language needs 
have been perceived by different stakeholders in schools and universities taking into account two 
interrelated issues: (1) the orientation of English language teaching in the educational institutions, 
and (2) the needs analysis conducted by the stakeholders involved. 
English Language Needs in Schools and the National Policy 
English language needs in educational institutions in Indonesia in general and in schools in 
particular cannot be understood in isolation from the government policy for English education that 
has been stipulated in the national English curricula since 1975 (Lee, 2007). The curricula have 
provided a scaffold for teachers, schools, and other related parties to develop their English language 
programs. An approach to language teaching is typically adopted to structure the theoretical 
conceptions underlying the design and development of each curriculum. It has been noted that even 
though different approaches were adopted in different curricula, e.g. the audio lingual method in the 
1975 curriculum and communicative approach in the 1984 and more recent ones, a heavy emphasis 
has been given to the development of reading skills for the acquisition of knowledge in science and 
technology (See e.g. Hamied, 2005; Huda, 1999; Lowenberg, 1991; Sadtono, 2005). To understand 
the goal of English education which emphasized reading skills, the more recent curricula and the 
1990 needs analysis are discussed to provide insights into how English language needs were 
perceived by the government, community, and students.  
In the 1990s, the first national studies of learner needs were conducted in Indonesia to 
provide an empirical basis for the national policy of EFL teaching reform in the primary and 
secondary schools as outlined in the 1994 curriculum (Huda, 1999). According to Huda (1999), 
there were two key issues underpinning the conduct of the studies. First, the adoption of a 
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communicative approach, as outlined in the previous 1984 curriculum, attracted different 
interpretations regarding the focus of language-skill development. The stress on reading-skill 
development in the curricular implementation was perceived as contradicting the principal notion of 
communicative language teaching (CLT) which gave emphasis to oral skills. With regard to the 
different interpretations, Huda (1999) argued that the 1984 curriculum was not completed with 
enough information about teaching procedure that resulted in instructional focus on discrete 
linguistic patterns rather than language use at discourse level. Second, he perceived that 
examination of how English was used in the target discourse shed light on how CLT might be 
geared towards specific objectives to meet learner needs. Nevertheless, possibly because English in 
Indonesia is used in very limited circumstances, the direction of research in Indonesia was more 
related to environment analysis which investigated the stakeholders’ perspectives on the condition 
of teaching and learning English in classrooms. As Huda (1999) observed, the studies were intended 
to improve the link between the needs of the local community and the students and the central 
government.   
Two national surveys on subjective needs were undertaken under the advice of the Ministry 
of Education and Culture (Huda, 1999). Teachers, students, and parents of secondary schools were 
selected as research respondents. The results of the studies revealed that both parents and students 
perceived speaking and listening skills as essential skills, more important than reading skills. They 
preferred these skills because of their perceived relevance to employment prospects, as most parents 
expected their children to learn English to get good jobs in the future. However, the findings also 
showed that the teaching and learning conditions did not support the equal development of the four 
language skills across regions. Some of the constraints were teachers’ lack of English proficiency 
and the big class sizes.  
The results of the surveys impacted on the revision of the order of priorities of language 
skills to be learned by the students. There was a shift in the focus from reading-listening-writing-
speaking as stated in 1967 Ministerial Decree to reading-listening-speaking-writing in the 1994 
curriculum. The government viewed that the stakeholders’ (parents, students, and teachers) 
perspectives of the necessity of listening and speaking skills might have been influenced by the 
issues of economic growth and communication advancements which could not be ignored in 
English language teaching. Nevertheless, the government considered that reading skills were 
primary. The inherent constraints in EFL teaching in Indonesia seemed more imperative to be taken 
into account as Huda (1999) explained that the EFL context of Indonesia was different from those 
of ESL contexts in the sense that, in Indonesia, English was used only in limited circumstances. 
Furthermore, the big class sizes (36-50 pupils per class) and the low English proficiency of EFL 
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teachers, i.e. one third of them were high school graduates with no training in TEFL, made it 
difficult to develop speaking skills (Sadtono, 2005).  The government viewed that exposure to 
reading activities was intended to facilitate the attainment of knowledge in science and technology 
in higher education. As Dudley-Evans and John (1998) stated, “Needs analysis and courses are not 
mounted in a vacuum and must be developed around available human and material resources (p. 
126)”. The government considered a number of factors in setting the goal of the English education 
to give a “balance” between the needs of students and the local community and those of the 
government.  
The 2004 competency-based curriculum (CBC) was similar to the 1994 curriculum because 
both curricula were based on the notion that language and sociocultural communication were 
closely intertwined and meaning could only be derived at a discourse level. As explicated in the 
document of standard competencies of the 2004 curriculum (Depdiknas, 2003), the CBC elaborated 
the communicative competences that the students should achieve at each level of schooling. Junior 
high school students were targeted to achieve listening and speaking competence for spoken 
survival communication, whereas those of senior high school were expected to gain reading and 
writing competence to facilitate the acquisition of knowledge in science, technology, and arts. To 
attain the end objective, i.e. the acquisition of knowledge in the three areas, in the government 
decree, No 19, 2005 (Depdiknas, 2005) it was outlined that reading and writing competence be set 
up for every level of education.  
CBC was intended to be relevant to the market demands in the society in the era of 
globalization (Hamied, 2005). Before it was put into effect, it was trialled in a limited number of 
schools (Fearnley-Sander & Yulaelawati, 2008) and vocational education (Brown, 2003). Both the 
1994 and 2004 curricula indicated that while the government played a dominant role in determining 
the direction of English education in schools, the national educational policy has been influenced by 
more recent perspectives on learner needs. This was evident in the government’s support for needs 
analysis to adjust to the needs of students (Hamied, 2005; Huda, 1999). Nonetheless, the revision of 
the theoretical conception of communicative competence and its target competences were 
considered unrealistic and too demanding for school teachers (Lee, 2007; Sadtono, 2005). The main 
issue was that secondary school EFL teachers were not well-prepared to teach the targeted level of 
competencies. More than 30 per cent of EFL school teachers had no academic qualifications. The 
results of a test of English for international communication (TOEIC) administered to teachers and 
school personnel in 2007 – 2008 showed that only 5 per cent of them were at a level that indicated 
they were capable of teaching subjects through English (Hamied, 2012). 
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The government policy regarding CBC placed two key issues in its implementation in 
support of English education at tertiary level. First, the primary goal of CBC in senior high school 
was to develop reading and writing competence to facilitate the acquisition of knowledge in 
science, technology, and arts. This goal remained the same as those stated in the previous curricula. 
Second, needs analysis was necessary to adjust to the needs of the market demands in the society. 
These two issues have influenced English education in the tertiary level upon the implementation of 
CBC. 
English Language Needs in Tertiary Education and Needs Analysis 
In tertiary education, even though universities and colleges are given authority to 
determine the direction of their English language pedagogy to pursue excellence in education 
(Hamied, 2005), the national regulations regarding the English language teaching in schools have 
affected their curriculum framework. The government emphasis on the development of reading and 
writing competence in schools to facilitate the acquisition of knowledge in science, technology, and 
arts had brought about the long established courses of English for academic purposes in universities 
and colleges (e.g. Sadtono, 2005). In addition, the government emphasis on the necessity of needs 
analysis in CBC gave an impetus to the role of needs analysis in curriculum/course/material design 
in tertiary education. These two aspects are discussed further next.  
English for Academic Purposes (EAP).  
Congruent with the new and former national policy of English language instruction to 
develop reading skills for the acquisition of new knowledge in science and technology (Hamied, 
2005; Huda, 1999), EAP courses have been introduced in tertiary education for many years. They 
are intended to meet the students’ English reading requirements for academic courses (Coleman, 
1997; Adyawardhani, 2003; Bazergan, 2006; Jubhari, 2006, Lakawa, 2007; Lee, 2007). 
Nevertheless, despite its long establishment, EAP has been confronted with issues around the 
unreadiness of high school graduates to meet their academic reading requirements in higher 
education. The results of vocabulary size tests revealed students’ low levels of English reading 
proficiency (e.g., Gunarwan, 1998; Kweldju, 1997, 1999, 2001; Nurweni & Read, 1999; Sadtono, 
1995).   
In addition, the problems inherent in the EAP courses in non-English departments were 
pervasive. Sadtono (2005) reported that EAP was commonly provided once a week in the first 
and/or second semester covering 14 meetings in total. Furthermore, the target needs of academic 
reading have not been elaborated in detail. This means that the extent to which EAP students are 
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required to read English academic texts is not clearly defined (Coleman, 1997). This condition 
becomes more complicated as the literature in various fields is available in Bahasa Indonesia and 
proliferates fast making the needs to become fluent readers of English for academic purposes less 
crucial (Coleman, 1997). Even though surveys indicate that English textbooks are the major content 
of all book holdings of college and university libraries (80 %) (Adyawardhani, 2003; Coleman cited 
in Nurweni & Read, 1999), it is also less understood whether EAP students are really required to 
read English academic references by their subject teachers and whether such a requirement is 
discussed in their subject courses. Sadtono (2005) reported that at present textbooks in Indonesian 
in every field are available, cheap and abundant that makes the majority of university students 
prefer not to read English textbooks. While the primary concern of academic reading is content 
delivery (Brown, 2007), i.e. EFL learners learn English in order to learn a particular subject matter, 
Sadtono’s report has supported the fact that there is still no definite judgment on the expected level 
of learner performance in English academic reading. Despite their long establishment, the EAP 
courses showed limited awareness of students’ needs in academic reading in higher education. As 
such, the courses typically proceed with what had been set out in high schools and thus they are 
usually short and have been less-developed.  
In line with the implementation of the 2004 CBC in schools and the government’s mission 
to enhance autonomy in the management of higher educational institutions, the government 
accentuated the necessity of understanding learner needs. This has drawn interest in needs analysis 
pertaining to course/material/ curriculum design. The next sub-section discusses perspectives on 
learner needs and needs analyses as perceived by ESP practitioners in the implementation of the 
2004 CBC curriculum in Indonesian universities and colleges.  
Perspectives on learner needs and needs analysis. 
Before the first national initiation of needs analysis in 1990 for the preparation of the 1994 
curriculum (See Huda, 1999), an early needs analysis in tertiary level was undertaken by Coleman 
in 1980 (See Coleman, 1988). It was a kind of environmental analysis intended to examine the 
target English language use in the academic context of a state university. Another needs analysis 
was conducted by Rohayati, Coleman, and Hardjanto (1997) which was aimed at investigating the 
students’ responses toward various types of tasks of their academic reading. This was categorized 
into subjective needs analysis. More recently, after the introduction of CBC in 2001, needs analysis 
was considered central to curriculum/course/material design in tertiary education (e.g. Madya, 
2003; Riyandari, 2003; Setiawan, 2003). In tertiary vocational institutions, for example, the 
Government pursued the implementation of CBC through a project which was intended to provide a 
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competency-based training to tertiary vocational teachers to prepare modules relevant to learner 
professional needs (Ratnah, 2006). In universities, scholars viewed that needs analysis was needed 
to be undertaken as preliminary to CBC designs and to ESP/EAP course or material designs (e.g. 
Askar, 2005; Djiwandono, 2008; Hamied, 2005; Harsono, 2007; Madya, 2003; Sujana, 2006).  
In the conception of needs analysis, some scholars discussed the necessity of designing 
materials and pedagogical activities to comply with learner target needs that had been set in 
educational institutions (e.g. Flowerdew, 2010; Huang, 2004; Kaewpet, 2009). Justifying that the 
learner target needs in most non-English departments of a state university were to enable students to 
understand English academic textbooks of their specific disciplines, Sujana (2006) was interested in 
content-based instruction to improve both their language and learning skills. He suggested a 
reconceptualization of material design and reading activities to focus on note-taking, summarizing, 
predicting, outlining, and reporting to meet the learner target needs that he preconceived. Likewise, 
Harsono (2007) viewed needs analysis as the basis for developing ESP learning materials. He 
discussed conceptual procedures for material development that could cater to the target English 
needs of the students. Nevertheless, like Sujana, he did not discuss how the learner target needs 
were determined. He perceived that learner needs were commonly related to the pedagogical 
objectives that had been set by an educational institution and suggested that teachers could adopt a 
particular procedure and develop instructional materials pertinent to the predetermined institutional 
objectives. Thus he considered the ESP teacher as a central actor in the material design. Both 
Harsono and Sujana made assumptions of learner target needs as they related them to the goals or 
objectives that had long been established in each educational institution. This suggests that these 
scholars very likely had limited knowledge of the conception of target needs.   
Research on learner needs was found in the work of Jubhari (2006) and Djiwandono (2008). 
Jubhari investigated learner subjective needs in a state university and wanted to find out whether 
their needs coincided with the institutional goal of EAP course, i.e. to enable students to read 
English textbooks of their disciplines. His research respondents were freshmen in 12 different 
faculties and the data were collected by means of a questionnaire with open-ended questions. He 
reported that the respondents were predominantly interested in conversational skills (54%) and 
related their target needs to their occupational purposes (56%). A few of them perceived the 
necessity of reading skills (12%) and acknowledged the availability of English literature in various 
fields. However, they did not report the extent to which this literature was discussed in their 
specific-discipline courses. Similarly, in another university, a more recent subjective needs analysis 
conducted by Djiwandono (2008) to reform an EAP curriculum design indicated that most of the 
students wanted to be able to converse fluently with other people despite the fact that the primary 
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goal of EFL teaching in the institution was reading comprehension. Djiwandono’s participants 
included freshmen, sophomores, and junior students of four different faculties - pharmacy, 
psychology, economics, and engineering. The instruments of data collection were questionnaires 
and focus group discussion. One of their reasons for having conversational skills, as reported by 
Djiwandono (2008), was that they would immediately have to face interviews in English when 
seeking jobs. He ascribed such perception to the prevalent viewpoint of students and parents who 
considered speaking ability as evidence of English mastery which might be highly valued in the 
workplace. The recent needs analyses in tertiary education showed students’ growing interest in 
speaking skills which aligned with the findings of Huda’s surveys (1999) in the secondary schools. 
To some extent, these studies showed that the students in all levels of education did not find 
immediate needs for reading English textbooks in their discipline despite EFL scholars' assumption 
that English for academic purposes was their primary need. The findings of these studies provided 
insights into students’ growing interest in conversation skills in the EFL context of Indonesia. 
Therefore, it would be useful for this study to understand students’ perspectives of their needs. 
In contrast to the learner wants as found in the subjective needs analyses, EFL teaching in 
tertiary education has long been oriented toward academic reading in EAP courses. This has been 
partly driven by national policies. Compared to those in ESL contexts, needs analysis in Indonesia 
has been relatively new and investigations of the learner target needs in academic reading are still 
sparse. In this context, Indonesian literature in various fields has developed fast. Furthermore, 
Bahasa Indonesia is used as a medium of instruction in all levels of education (Kirkpatrick, 2010; 
Sadtono, 2005; Undang-Undang Republik Indonesia Nomor 24, 2009). It is less understood how 
this condition has brought impact on academic courses in each discipline. ESP lecturers seem to 
have little knowledge of academic activities related to the use of English texts. By the use of 
questionnaire and semi-structured interview in his study, Askar (2005, 2008) reported that in some 
universities in Indonesia both ESP and specialist lecturers worked individually and did not 
cooperate in the design of EAP/ESP courses. This condition is understandable as research in the 
area has been less developed despite the fact that co-operation between ESP teachers and subject-
specialists has long been conducted in different discipline-specific areas in other ESL and EFL 
contexts (e.g. Ewer & Latorre, 1967; Ewer & Hughes-Davies, 1971; Ewer & Hughes-Davies, 1972; 
Halliday, McIntosh & Strevens; 1964; Northcott & Brown, 2006; Platt, 1993; Robinson, 1986; Yin 
& Cheung, 1986). These constraints found in tertiary English education in the EFL context of 
Indonesia suggest that target English needs have been less well-developed. Two conceptions of 
target needs as discussed by the two scholars (Harsono, 2007, Sujana, 2006) indicated that they 
lacked information of learner needs and target-need conception. Given these circumstances, it is 
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imperative to understand how stakeholders in an educational setting in this EFL context perceive 
needs and practice analysing learner needs. The institutional context and specific objectives of the 
study are discussed in the next two sections. 
The Institutional Context 
State Polytechnic of East Java (SPJ)1 is a tertiary vocational institution located in East Java. 
It is a state institution with 400 academic staff and one of the six pioneers of Polytechnic education 
in Indonesia. It currently has six Departments comprising Electrical Engineering, Mechanical 
Engineering, Civil Engineering, Chemical Engineering, Accounting, and Business Administration. 
Each department has its own management system separate from the other departments and has its 
own teaching staff including English lecturers. However, SPJ has a number of technical executing 
units that organize particular activities across departments. One of these units is Technical 
Executing Unit of Languages which organizes a particular event with the involvement of all 
language teachers across departments such as conferences and English competency tests for 
Polytechnic students.  
As previously discussed that each department has its own management system, English 
pedagogical policies are also determined per department individually. Consequently the English 
language teachers belonging to a particular department organizes its English education separately 
from the other departments. Considering this condition, the discussion of the institutional context in 
this section focuses on the Accounting Department (AD) where the study was to be conducted. AD 
with its Diploma III Program prepares students to be middle managers in the accounting field who 
will be important mediators between top and bottom management layers in an organization. The 
Diploma III Program has received national accreditation twice, i.e. B category for the period of 
2005 – 2010 and A category for 2007 – 2014. Since 2006 Diploma IV Program has been available, 
but had not been accredited yet when the study was conducted. The educational system is a package 
system with three and four-years-study durations divided into six and eight semesters. Each 
semester contains 19 weeks of effective study time with 38 study hours per week. One study hour 
equals to 45 minutes. AD emphasizes occupational orientation and thus the composition of the 
courses is 45% theories and 55% practical work. The students are required to undertake the whole 
courses offered by the Department.  
There were two factors considered in the selection of AD as the research site for this study. 
First, AD provides intensive ESP courses throughout the six semesters of the Diploma program. 
                                                        
1 State Polytechnic of East Java (SPJ) is a pseudonym. 
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Second, AD conducted curriculum reforms including the one for ESP education, but little was 
known about the direction of ESP education in the light of learner needs as perceived by AD’s 
stakeholders. This section discusses these curriculum reforms and the constraints and highlights the 
gaps that need further investigation, leading to the aims of this study. 
Research and theoretical conceptions of learner needs for English for specific purposes have 
indicated that these needs are context-bound and depend on what key stakeholders perceive as 
educationally worthwhile. Curricular reforms in AD provided some insights into how the 
institutional stakeholders’ perceived learner needs.  
The first curriculum in the Accounting Department of SPJ was designed in the curriculum 
development centre and supervised by an international Australian bureau. The curriculum have 
been revised five times. A considerable change was made in the last revision to comply with the 
2004 national curriculum. Prior to the change, SPJ won a government project to conduct a needs 
analysis. Afiatin (2003) reported that the study was intended to seek information about knowledge 
and skills that were required in industries in the fields of accounting, taxation, computer, 
management, leadership, and communication including English communication. The respondents 
were the alumni of the previous five-year cohorts who worked in different fields comprising 
banking, insurance, consultants, properties, expedition, and others. It was the first needs analysis 
that was conducted by the Department of Accounting.  
Nevertheless, with a very limited budget for the needs study which included a curriculum 
workshop (See Afiatin, 2003), the needs analysis was not maximally developed. The workshop 
itself became the focus of the curriculum reform by inviting a local expert for a discussion of 
curriculum and syllabus design. In addition, there was no clear mechanism on how the results of the 
study and the workshop were linked. The report of the workshop (Afiatin, 20003) indicated that the 
findings of the study were not communicated to the staff. Learner target needs were not clearly 
addressed by the curriculum reform. Focus was given to merely understanding a competency-based 
curriculum format that had been set out by the government. The content of each syllabus still 
depended on the individual work of each lecturer.    
At the beginning of 2006, as part of a similar project, a curriculum workshop was conducted 
to evaluate the existing English courses and the direction of ESP education for the Diploma III 
Program as Diploma IV Program was not established yet. Prior to English syllabus design, the 
workshop was preceded with a discussion on learner needs with the participation of all the English 
lecturers, including the researcher, under the supervision of an invited scholar (Kusnawati, 2006). 
The discussion of learner needs itself was a very challenging process. With our limited knowledge 
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of research in learner needs, our analysis of learner needs relied on the available resources of 
commercial books for general and business English. We compared some contents of the books and 
examined their appropriacy based on our teaching experiences. As such, our individual instructional 
practices exerted greater influence on our determination of language skills and knowledge needed 
for the students. This was evident in the revised instructional materials developed by the lecturers 
either individually or in a team.  
The English syllabus is discussed here to provide information about the results of the 
workshop. The syllabus was designed without considering the accounting curriculum as a policy 
document that delineated how the education at the Department was planned, determined, 
implemented, and evaluated was not available. Therefore, it was purely determined by the team of 
the English lecturers. It consisted three major parts, i.e. the goals of the English education, general 
objectives for the English language skills developed, and course objectives and outlines. First, the 
goals were to enable the students to communicate in English, orally and in written form, to express 
ideas, opinions, and/ or feelings related to business and accounting. To achieve the goals, the 
English education was developed into General English (GE) courses for three semesters and ESP 
courses for the other three semesters. The general objectives of GE courses were to enable the 
students to communicate in general, everyday English, orally and in written form. Whereas, the 
general objectives of ESP courses were help the students to communicate both in general, everyday 
English and in English for business leading to English for Accounting. Second, these objectives 
were then elaborated per language skill developed and later extracted and iterated in the objectives 
of each course.  For example, for GE listening and speaking skills, the students were expected to be 
able to communicate in English orally with their friends, either in pairs or in groups, express ideas, 
opinions, and/ or feelings on topics related to first encounters and common topics frequently 
discussed in larger groups, debate a particular topic, make argumentation, and do presentation. They 
were also expected to master the 2000 most frequent words and approximately 300 new words 
found in each topic discussed, pronounce words correctly, and express their ideas/opinions/feelings 
using grammatically correct sentences – simple, compound, and complex. Finally, the last part of 
the syllabus delineated the courses. The courses were elaborated into course objectives, topics for 
discussion, and a list of references, from which the teaching materials were developed (See also 
Appendix A4 for the sample of the syllabus organization of “English Core Basic” course). The 
scope of discussion of each topic was not provided and the expected outcomes were not discussed, 
giving an impression that the courses were broadly defined.  
As the coordinator of the workshop, the researcher found that even though each lecturer had 
a considerably long (more than ten years) experience in teaching English at the Department, some 
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of them were reluctant to voice their opinions in the workshop. In the material development section, 
they preferred to work individually and only a few changes to instructional materials were made. 
The results of their work remained similar to the existing handouts that they had developed. From a 
needs analysis perspective, such phenomenon occurred possibly because they had different 
perspectives of learner needs. The findings of research on present situation analyses revealed that in 
an educational institution some degree of differing views constantly occurred in stakeholders’ 
perspectives of learner needs (e.g. Bacha & Bahous, 2008; Zughoul & Hussein, 1985; Taillefer, 
2007). Furthermore, research on specific language uses indicated that ESP stakeholders draw on 
their discourse community and English language uses in their discourse community (e.g. Swales, 
1990, 2004; Bhatia, 1991, 2010; Johns, 1998, 2008; Hyland, 2003, 2004; Belcher, 2006; Evans, 
2012). As the stakeholders in this institution have a stake in ESP education and play a pivotal role 
in determining the direction of ESP education, it is imperative to examine these stakeholders’ needs 
perspectives and practices in their own context. Within their context, they have an indispensible role 
to determine the direction of ESP education in the light of their views of their discourse 
communities and how English is used in these communities.  
ESP has also been characterized by specific uses of English in a particular discipline. Thus, 
scholars have long discussed cooperation between ESP teachers and discipline-specific teachers 
(Dudley-Evans & John, 1998; Northcott & Brown, 2006; Platt, 1993; Selinker, 1988; Swales, 1986; 
Yin, 1988; Zhang, 2007).  Similar to some previous examples of needs analysis perspectives and 
subjective needs analyses conducted in some universities in the Indonesian context, (See Askar, 
2005; Djiwandono, 2008; Harsono, 2007; Jubhari, 2006; Sujana, 2006), cooperation between 
English and subject lecturers in this institution has received limited research. Furthermore, in 
relation to EAP courses, it is not clear to what extent students are required to read their English 
academic accounting texts. Considering the indispensable roles of both English and subject 
lecturers, it is essential to examine the perspectives and practices of these stakeholders in analysing 
student needs for English taking into account their cooperation in this area, if any. The research 
aims are discussed next.  
Aims of the Study 
Within the context described in the previous section, this study was intended to investigate 
ESP stakeholders’ needs perspectives and needs analysis practices by seeking information about 
their reasons and decisions in determining learner needs. The research questions that were used to 
guide this study were: 
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1. What are the current ESP needs perspectives and needs analysis practices in the Accounting 
Department of State Polytechnic of East Java? 
2. What do the current needs assessment practices in the Department reveal about the existing 
cooperation between English and accounting lecturers on needs assessment? 
3. How do English and accounting lecturers understand each other’s needs for ESP education in 
their collaborative discussions of learner needs? 
4. What are the implications for future collaboration between English and accounting lecturers in 
needs assessment in the EFL context investigated in this study? 
Theoretical Framework and Methodology 
The research questions of this study were explored using a theoretical framework that 
comprised target situation and present situation analyses – two main components of needs analysis. 
Target situation analyses were drawn from research on specific language uses and target 
communicative tasks and events, whereas present situation analyses were derived from research on 
learners’ present language deficiency, learning condition, and learners’ subjective needs. 
Furthermore, as research also showed the close relevance of ESP to specialist content, the research 
focus also covered investigation on collaboration for interdisciplinary content. This framework is 
discussed in detail in Chapter 2. 
Given the situated nature of this study, a single case study design was adopted to investigate 
the ESP needs assessment practices in the department. A mixed methods approach was used 
combining the qualitative and quantitative methods with a concurrent design whereby the datasets 
of the two strands were collected and analysed independently. In this study, the qualitative data 
nevertheless were central and discussed more extensively to present the stakeholders’ contextual 
and educational judgments in determining learner needs. These were discussed in Chapter 3. 
Significance of the Study 
This study adds to our knowledge and our understanding of the stakeholders’ multi-layered 
needs analyses in determining students’ needs in the context of the study. It provides insights into 
these stakeholders’ knowledge of English language use in the target occupational domain and the 
factors that exerted greater influence on their determination of language skills and knowledge 
needed for students. The study also contributes to our understanding of the comprehensive 
information the students provided regarding their language proficiency, the learning problems they 
encountered, and their learning priorities. The study also provides evidence of lecturers’ awareness 
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of their own limitations in analysing learners’ target occupational needs, their lack of cooperation in 
analysing these needs, and the necessity for more emphasis on formal target situation analysis.  
Finally, the study also shed light on the importance of understanding the challenges of teaching and 
learning English for academic purposes in an EFL context as English specialist texts were 
challenging not only for students but also for English and subject lecturers.  
Overview of the Thesis 
This thesis is divided into eight chapters. Chapter 1 presents the context of this study and 
highlights the research problem within the particular context of Indonesia which is drawn from the 
researcher’s perspectives of the theoretical underpinnings that shaped this study.  
Chapter 2 provides a historical overview of the theory and research literature in the field of 
English for specific purposes in order to draw a conceptual framework for this study. The review 
covers five areas of subject discussion, first, the review of the genesis of ESP and its defining 
features – learner needs and specific language uses - which are central to this study. Second, the 
development of perspectives on needs was reviewed followed by a review of empirical research on 
different types of needs. Fourth, the roles of ESP stakeholders in needs analysis practices were 
reviewed to provide basis of research focus of this study. Finally, a review of collaboration between 
ESP and subject teachers was discussed followed by the conceptual framework for this study. 
Chapter 3 presents the research design and methodology providing the rationale for the 
methods used and elaborates the procedures used in gathering and analyzing data. It also outlines 
the procedures used in data collection and discusses how the data were analyzed. 
Chapter 4, 5, 6, and 7 report the key findings of the study. Chapter 4 discusses the statistical 
analysis of the survey on the students’ needs perspectives and findings. Chapter 5 presents the 
analysis of the data collected from focus group interviews with the students and individual 
interviews with the English and accounting lecturers and the administrators focusing on language 
needs. Whereas, Chapter 6 discusses the analysis of the data collected from the accounting lecturers 
and the accounting administrator (individual interviews) and from the students (focus group 
interviews) focusing on accounting needs. Chapter 7 reports the analysis of data from the facilitated 
collaborative discussions of learner needs from focus group interviews and a workshop.  
Chapter 8 integrates and discusses the findings from the four data analysis chapters. It also 
discusses the limitations of the study, the implications for practice and future research, and 
conclusion.  
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Chapter II 
Literature Review  
 
This study investigated the current ESP needs assessment practices at one accounting 
department of a tertiary vocational education institution in the EFL context of Indonesia. This 
chapter develops the conceptual framework for this study by focusing on five topics. First, this 
chapter discusses the genesis of ESP and its defining features – learner needs and specific language 
uses - which are central to this study. Second, it provides an account of different perspectives on 
needs. This is followed by a discussion of empirical research on different types of needs in the third 
section. Next, it discusses the position of ESP stakeholders in needs assessment practices, and 
finally examines collaboration between ESP and subject teachers. This study is justified using two 
major arguments. First, the review of the perceptions and conceptualizations of learner needs and 
needs analyses indicates that ESP stakeholders’ perspectives of learner needs and the roles they play 
in needs assessment have been much influenced by how they view their discourse community and 
how English functions in this community. As the discourse community in ESL contexts is different 
from that in EFL contexts, being underrepresented in research, the latter deserves research attention 
that the former has attracted over the years. Second, given that ESP stakeholders have an 
indispensible role in determining what is educationally worthwhile for ESP students in their context 
and which discourse and discourse community will be used as the basis for the development of ESP 
pedagogy, it is imperative to understand ESP stakeholders’ needs perspectives and needs analyses 
practices in an EFL context where English is used in limited circumstances. 
English for Specific Purposes (ESP) 
ESP is a movement within the fields of Teaching English as a Foreign or Second Language 
(TEFL/TESL) which refers to the teaching and learning of English in the context of a specific field 
or profession (Dudley-Evans & St John, 1998; Hutchinson & Waters, 1987; Hyland, 2007; Johns & 
Dudley-Evans, 1991). The emergence of ESP within the field of TESL/TEFL can be traced back to 
the groundbreaking research in register analysis in the 1960s and 1970s as found in the work of 
Halliday, McIntosh and Strevens (1964) and others (Ewer & Latorre, 1967; Ewer & Hughes-
Davies, 1971; Ewer & Hughes-Davies, 1972). These scholars identified common core features of 
grammar and lexis of scientific English texts. Their work contributed to the identification of the 
specific linguistic properties which were likely to be of the greatest use to foreign learners of 
English in specific disciplines or professions.   
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In the 1970s and 1980s, studies on specific language uses for the needs of ESL/EFL 
learners studying a particular discipline continued to develop. With the advent of communicative 
language teaching, these studies shifted their focus toward the communicative functions of language 
and thus included consideration of rhetorical motivations and discourse features. As such, language 
analysis which was formerly confined to sentence-level analysis as found in register analysis was 
extended to include analysis of paragraphs which were considered as the basic rhetorical units 
showing the interrelations between the various levels of rhetorical process (Selinker, Todd-Trimble 
& Trimble, 1976, 1978). These basic rhetorical units constitute a discourse representing interactions 
between people in communication. Hence, rhetorical analysis using a discourse approach was 
considered as a more grounded approach in the study of specific uses of English in a particular field 
(Gunawardena, 1989; Lackstrom, Selingker, & Trimble, 1973; Selinker, Todd-Trimble & Trimble, 
1976; Widdowson, 1974). Rhetorical analysis was succeeded by the identification of grammatical 
features and rhetorical functions in scientific texts (Selingker, Todd-Trimble and Trimble, 1976) as 
well as rhetorical motivations in grammatical choices (Gunawardena, 1989; Lackstrom, Selingker, 
& Trimble, 1973). This consideration of rhetorical motivations has also led to a more complex 
analysis of the writer’s purpose in text production as found in genre analysis. Genre is “a 
recognized communicative event with a shared public purpose and with aims mutually understood 
by the participants within that event” and is “manifested through spoken and written texts (or both) 
and their associated text-based tasks” (Swales, 1986, p. 13). Genre analysis focuses on whole text 
analysis to understand this social communicative event in which, for example, workplace writing is 
sited (e.g. Bhatia, 1991; Flowerdew & Wan, 2006). 
Interest in the communicative aspect of language and target group analysis had also 
resulted in different analyses of learner communicative needs (e.g. Munby, 1978; van Ek, 1975, 
1990). Munby (1978) introduced Communicative Needs Processor (CNP) which provided a 
theoretical framework for determining learner communicative competence. CNP contained eight 
parameters to specify the socio-cultural context in which a profile of learner needs would be 
derived. For example, the socio-cultural specification would cover (1) the purpose of the 
communication, (2) the location and the psychosocial environment of the communication, (3) the 
roles and social relationship of the interlocutors, and so on. Nevertheless, he did not discuss 
language conventions in each parameter. Furthermore, a taxonomy of 54 language skills was 
presented as a separate entity at the end of his CNP discussion. Thus he provided no clear guidance 
on how the parameters would be incorporated with the language skills to formulate the intended 
underlying competence. Critics have pointed out that Munby was unrealistic in elaborating needs 
(Wilkins, 1980) and his work was merely theoretically based and not workable (Davies, 1981).  
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Early empirical analyses of learner communicative needs were attributed to the work of 
the Council of Europe that determined the communicative competence standards of target situations 
of foreign language learners across Europe (van Ek, 1975) or target situation tasks (Dudley-Evans, 
1988; Johns, 1988). Later, the emphasis on learner needs together with studies on English language 
uses for particular communities was viewed as the defining features of ESP as discussed in the 
following sections.  
Hutchinson and Waters (1987) viewed ESP as “an approach to language learning which is 
based on learner need” (p.19).  According to them, the foundation of ESP rests on the question: 
“Why does this learner need to learn a foreign language?” (p.19). Thus a learner’s need is 
determined by his/her reasons for learning English. The analysis of this need determines all the 
necessary pedagogical decisions related to content and methods of ESP teaching (p. 19).  
The primacy of learner needs as the basis of teaching ESP has also been acknowledged by 
other scholars such as Strevens (1988) and Dudley-Evans and St John (1998). However, these 
scholars defined ESP by distinguishing between absolute and variable characteristics (See Table 
2.1). Dudley-Evans and St John (1998) referred to ‘absolute characteristics’ as the defining features 
of ESP. To some degree, their definitions of ESP were similar to those of Strevens (1988); that is, in 
the categorizations of absolute characteristics, the three scholars agreed that ESP courses are 
designed based on learners’ specific needs and these courses are centered on the specific language 
uses – either related to lexis, register, discourse, or genre – needed by the students to carry out their 
activities in the specific field or profession. 
While the primacy of specific needs of learners has been accepted as a defining 
characteristic of ESP by the majority of ESP scholars (e.g. Dudley-Evans & St John, 1998; 
Hutchinson & Waters, 1987; Strevens, 1988), Hutchinson and Waters (1987) disagreed with the 
inclusion of specific uses of English in ESP. They argued that ESP is not “a matter of teaching 
‘specialized varieties’ of English” (p. 18), stressing that the differences of specific uses of English 
in various disciplines are not significant compared to “the far larger area of common ground that 
underlies all English use” (p. 18). Bhatia (1986) takes an opposing view and argues that despite the 
basic underlying linguistic competence every native speaker has, they may still have difficulties 
when dealing with highly specific texts in particular disciplines, particularly when they have no 
knowledge of the subject-specific linguistic conventions, and this is also true with non-native 
speakers (p. 49). Swales (1986), with his genre analysis, in this case, argued for the importance of 
understanding “the conceptual structure of the discipline, and the conventions of conduct that 
govern their members” (18). Therefore, scholars such as Bhatia (1986), Swales (1986), Strevens  
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Table 2.1 Absolute and Variable Characteristics of ESP 
Strevens (1988) Dudley-Evans and St John (1998) 
Absolute 
Characteristics 
Variable 
Characteristics 
Absolute 
Characteristics 
Variable Characteristics 
1. ESP is designed to 
meet specified needs 
of the learner;  
2. ESP is related in 
content (i.e. in its 
themes and topics) to 
particular disciplines, 
occupations and 
activities;  
3. ESP is centered on 
the language 
appropriate to those 
activities in syntax, 
lexis, discourse, 
semantics, etc., and 
analysis of this 
discourse; 
4. ESP is in contrast 
with General English. 
1. ESP may be 
restricted as to 
the language 
skills to be 
learned (e.g. 
reading only); 
2. ESP may not 
be taught 
according to any 
pre-ordained 
methodology. 
1. ESP is defined 
to meet specific 
needs of the 
learner; 
2. ESP makes use 
of the underlying 
methodology and 
activities of the 
discipline it 
serves; 
3. ESP is centered 
on the language 
(grammar, lexis, 
register), skills, 
discourse and 
genres 
appropriate to 
these activities. 
1. ESP may be related to or 
designed for specific disciplines; 
2. ESP may use, in specific 
teaching situations, a different 
methodology from that of general 
English; 
3. ESP is likely to be designed for 
adult learners, either at a tertiary 
level institution or in a professional 
work situation. It could, however, 
be for learners at secondary school 
level; 
4. ESP is generally designed for 
intermediate or advanced students; 
5. Most ESP courses assume some 
basic knowledge of the language 
system, but it can be used with 
beginners. 
 
(1988) and Dudley-Evans and St John (1998) see specific language uses as one of the ‘absolute’ 
characteristics that define ESP. Since a large number of earlier and later studies of learner needs 
have been related to specific language uses in particular disciplines (e.g. Bhatia, 1991; Burns & 
Moore, 2008; Flowerdew & Wan, 2006; Gunawardena, 1989; Selingker, Todd-Trimble & Trimble, 
1976, 1978; Swales, 1986; Widdowson, 1974), I agree with Strevens (1988), and, that specific 
language uses - either related to lexis, grammar, register, rhetoric, or discourse and genre – should 
be associated with ESP. Thus, these two components, i.e. learner needs and specific field-related 
language use, can be considered as the defining features of ESP. 
As learner needs and specific language uses are central to ESP, they become the bases of 
ESP pedagogy. Needs analysis is, thus, a preliminary step to the design of an ESP course or 
curriculum. What needs to be noted is that since the earlier studies of registers, rhetoric, and genre 
of specific texts, these studies served as the basis for learner needs analysis focusing on authentic 
linguistic descriptions and rhetorical expressions of spoken/written discourse/genre of diverse target 
communities. In the academic field, for example, there have been written discourses of science and 
technology (Selingker, Todd-Trimble & Trimble, 1976, 1978), written discourses of research 
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articles (Hemais, 2001; Ruiying & Allison, 2003, 2004; Swales, 2004), and spoken discourses of 
undergraduate science lecturing (ThƟrgersen & Airey, 2011). Meanwhile, in the field of business, 
there have been, for instance, written discourse of business emails (Gimenez, 2000, 2002, 2006; 
Evans, 2012) and spoken discourses of business negotiation (Charles, 1996). This means that in one 
aspect, learner needs are very specific to a particular context as, for example, written discourse of 
research articles has been associated with the academic discourse of ESL context (See Swales, 
2004). In another aspect, learner needs are associated not only with language but also with 
discipline specific content. These have given rise to different perceptions of learner needs which are 
reviewed in the next section.  
Perspectives on Needs 
This section presents the development of perspectives on needs with reference to early 
studies and theoretical conceptions of needs to examine how needs have been perceived differently 
by ESP practitioners.  
There has been no universal agreement on the definition of needs (Chambers, 1980; Dudley-
Evans & St John, 1998; West, 1994). The term ‘learner needs’ has been used to refer to different 
types of needs. One of the early accounts of learner needs in ESP referred to the analyses of the 
target English needs of learners of science and technology (e.g. Ewer & Latorre, 1967; Ewer & 
Hughes-Davies, 1971). In the EFL context of Chile, Ewer and Latorre (1967) reported that the 
dissemination of English as the international language of science, the growing number of scientific 
and technological experts coming to the third world, the deficiency of language training for science 
in secondary schools, and the introduction of English into the curricula of science schools prompted 
the need to examine the target English of science and technology. Thus they investigated the styles 
and register of English in ten main areas of science. The results of the study revealed the typical 
scientific writing for describing an experiment and some generic structures of science such as the 
high use of past simple tense, the ‘-ing’ form, and past participle. Considering the linguistic features 
that were found in their study, they reported that the basic language of science was different from 
that taught in secondary schools. Their study was categorized as register analysis. 
With the development of communicative language teaching in the 1970s, the identification 
of learner needs then included communicative functions of language in particular disciplines which 
provoked interest in studies of specific language uses in discourse. Selingker, Trimble and Trimble 
(1976) were interested in examining language in discourse because they found that non-native 
learners of scientific and technical subjects in the United States were not able to grasp the central 
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idea in a paragraph even when they knew the meaning of every word. Thus, for a number of years 
they concentrated on investigating presuppositions (implicit rhetorical information) in written 
discourse of science and technology to help learners cope with scientific texts. Studies of rhetoric in 
written discourse continued to develop (Widdowson, 1974; Flick & Anderson, 1980; Jacobs, 1981; 
Gunawardena, 1989) and evolved into a whole text analysis as found in genre studies (Bhatia, 1991; 
Swales, 1986; Swales & Feak, 1994; Swales & Rogers, 1995; Williams, 1999). These studies of 
specific language uses focused on texts (written and spoken) and text-roles (Swales, 1986), and as 
discussed later, become the most developed research in ESP with diverse research purposes and 
contexts.  
Other scholars who were interested in the communicative aspect of language focused on a 
different analysis of learner needs. The British Council was concerned with the movement of adult 
ESL/EFL learners from and to foreign countries across Europe. It sought to understand their 
communicative needs in their social interactions in those countries and aimed to determine a basis 
for the development of guidelines for communicative language teaching (van Ek, 1975). Such 
interest in communicative needs led to analyses of learners’ target communicative tasks (van Ek, 
1973; Findley & Nathan, 1980; Dudley-Evans, 1988; Johns, 1988; Nunan, 1991).  
Moving from the communicative aspect to the pedagogical aspect, as target needs provided 
limited direction for classroom practice, the identification of needs continued to develop to cover 
broader need-related aspects. Target needs, which formerly focused only on necessities (Chambers, 
1980; Dudley-Evans, 1988), were later considered by Hutchinson and Waters (1987), two scholars 
who had been involved in a number of ESP projects in some countries, as an umbrella term 
covering three important distinctions: necessities, lacks, and wants. Necessities are target situation 
communicative needs. Lacks refer to the gap between the existing proficiency of the learners and 
the demands of the target situation, whereas wants are subjective requirements that refer to “what 
the learners want or feel they need” (p. 57). According to Hutchinson and Waters (1987), wants 
may be closely related to learner motivation and thus should not be overlooked.  In addition, 
alongside these target needs, they extended the definition of needs to include learning needs, and 
argued that ESP must be based on an understanding of the process of language learning. They 
explained that while target situation analysis determines the target demand, i.e. the knowledge and 
abilities required to be able to function effectively in the target situation, analysis of learning needs 
can reveal the conditions of learning situation, learners’ knowledge, skills and strategies, and their 
motivation, all of which determine the route to achieve the target demand.  
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The inclusion of learning needs as a pedagogical consideration in needs analysis has 
broadened the scope of needs analysis. The appearance of strategy analysis, for example, has 
developed from learning needs (Nunan, 1988). Strategy analysis focuses on learners’ learning styles 
and strategy and the purpose is to include methodological issues in curriculum development 
(Nunan, 1988). In addition, related to learning condition, means analysis examines the learning 
situation, its potential and constraints comprising the available resources, materials, aids and 
methods, and the prevailing attitudes or culture (West, 1994, p. 4). The scope of means analysis has 
been broadened to include other factors such as political and social factors in situation analysis 
(Richards, 2001) or environment analysis (Nation & Macalister, 2009).  
The developments of perspectives on needs have indicated that needs have not only been 
perceived differently across time, but have also been continuously reconsidered to include wider 
pedagogical issues. These perceptions have been driven by what ESP practitioners and other parties 
involved in ESP education believed to be educationally worthwhile for a particular context 
(Berwick, 1989; Dudley-Evans & St John, 1998, West, 1994). Means analysis, for example, has 
been driven by the ecological movement in language teaching (West, 1994) which explores 
teaching and learning within the participants’ context and has been considered important for 
curriculum development to provide insights into what learning situation works well in that 
particular context (Dudley-Evans & St John, 1998; Tudor, 2003; White, 1989). Similarly, the 
inclusion of learning needs in ESP was driven by Chomsky’s cognitive learning theory that 
provided a basis to understand the process of learning and viewed learners as thinking beings who 
have the capacity of thought and can actively make meaningful interpretation of data (Hutchinson & 
Waters, 1987, p. 46). Hence understanding learners’ learning needs may provide insights into their 
ways and preferences of learning a language. This is, in turn, useful for choosing an appropriate 
teaching methodology in an ESP syllabus design.  
In a curriculum or syllabus design, however, what learning needs are emphasized relies on 
what is necessary for a particular context (Dudley-Evans & St John, 1998). For example, subjective 
preferences of learning strategy might be emphasized in a foreign language context where learners 
have no immediate need to communicate orally (Nunan, 2001). This provides more evidence of the 
connection between the conceptualizations of learner needs and what the members of a community 
believe to be educationally worthwhile for their context. So the judgment about the conduct of 
needs analysis implies considerations of what needs are being addressed and for what purpose, in 
what context, and whose goals needs analysis is addressing. As the stakeholders involved in ESP 
education play a significant role in determining what type of needs analysis to undertake, these 
considerations are examined in detail in the different types of needs analysis in the next section.  
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Needs Analysis: Purposes and Contexts 
As discussed previously, ESP stakeholders who are involved in ESP education have 
important roles in determining the type of needs analysis to undertake. This section presents the 
development of needs analyses and examines these analyses in terms of research purposes and 
contexts. The discussion provides an understanding of the intentions of ESP practitioners in their 
needs analysis. The types of needs analysis are grouped according to the approaches suggested in 
the literature. These approaches include research on specific language uses that covers register, 
rhetorical, discourse and genre analysis (e.g. Belcher, 2006; Dudley-Evans & St John, 1998; 
Hyland, 2007); target situation analysis (TSA) (e.g. Chew, 2005; Dudley-Evans & St John, 1998; 
van Ek & Trim, 1990); present situation analysis (PSA) (e.g. Hutchinson & Waters, 1987; 
Flowerdew, 2010); and learning situation analysis (PSA) (Xiao, 2006).  
Studies in Specific Uses of English 
Studies on specific language uses have been well-developed in ESP research. These studies 
have evolved from analyses of the linguistic characteristics of a text variety as found in register 
analysis (Ewer & Latorre, 1967; Ewer & Hughes-Davies, 1971; Ewer & Hughes-Davies, 1972) to 
analyses of rhetorical patterns and communicative purposes of text organisation either in paragraph 
levels (e.g. Gunawardena, 1989; Lackstrom, Selinker & Trimble 1973; Strevens, 1973; Selinker, 
Todd-Trimble & Trimble, 1976, 1978; Widdowson, 1974) or in a whole text of a genre (e.g. Bhatia, 
1991; Flowerdew & Wan, 2006). In addition, as scholars found that text analysis was inadequate for 
explaining typical professional practices, research has also been developed to cover participant 
observation in situ to examine how professionals produce their texts (e.g. Flowerdew & Wan, 2006, 
2010). This suggests more rigorous text analysis (written or spoken) which addresses not only 
analysis of linguistic features and rhetorical structures of a text but also analyses the social action 
underlying the construct of a text. This section discusses further the depth and breadth of text 
analysis. The former focuses on thoroughness of text analysis as found in genre analysis in the 
context of its application in ESP pedagogies. The issue of the separation of content from language 
analysis is also discussed.  Breadth discusses the specificity of text and context which implies the 
presence of a wide array of texts in professional or academic domains in diverse disciplinary 
contexts. This leads to the necessity to determine which texts were taken as samples for pedagogical 
purposes and to consider who can help provide these samples. The last section concludes with 
issues related to the practices of specific language use analysis of in ESL contexts.  
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Research into specific language uses gained its momentum after the introduction of genre 
analysis. Genre analysis has provided a framework of discipline-specific text analysis focusing on 
generic linguistic features of a text and the rhetorical considerations motivating the generic features 
(Swales, 1990; Swales & Feak, 1994; Hyland, 2003; Lin, 2006; Cheng, 2007). It has provided not 
only clear evidence of the relevance of subject-specific content to ESP pedagogy (Swales, 1980, 
1986; Bhatia, 1986; Johns, 1998) but also information about the role of formal schemata in genre 
which refer to “background knowledge of the rhetorical structures of different types of texts” 
(Carrell, 1983:81 as cited by Swales, 1990, p. 85). The former has emphasized the need for the 
provision of highly content-related materials in ESP curriculum, while the latter has revealed the 
roles ESP teachers can play when dealing with discipline-specific texts. Swales (1986, 1990) argued 
that while subject teachers can focus on knowledge of the content area of a text (content schemata), 
ESP teachers can concentrate on knowledge of language conventions and rhetorical structures of a 
text (formal schemata). This justification of the role that ESP teachers can play in ESP education 
has stimulated many ESP scholars’ research interests in this area.  
In line with the role of ESP teachers as text-rhetoric analysts, genre analysis has been 
introduced into ESP pedagogies. EAP (English for academic purposes) courses, predominantly in 
ESL contexts, have included authentic discipline-specific materials using genre analytical 
framework for text analysis (e.g. Bhatia, 1991; Candlin, Bhatia & Jensen, 2002; Nickerson 2002; 
Henry, 2007; Johns, 2008; Yayli, 2011; Stoller & Robinson, 2013). Bhatia (1991) provided an 
example of investigating the communicative intentions of a sales promotion letter through its 
rhetorical steps and moves used as a model for genre analysis in ESP material design. His analysis 
was presented in a diagram to visualize the discourse structure of the genre and intended to help 
learner understand the main line of arguments (See also Candlin, Bhatia & Jensen, 2002). The 
application of such genre analysis in ESP teaching is exemplified in the work of Henry (2007) and 
Yayli (2011). Henry (2007) was interested in finding out whether corpus linguistics could 
effectively help students identify the discourse structure and linguistic features of a genre. The 
findings revealed that after their practice of examining the moves and the lexico-grammatical 
features of application letters as well as the writer/reader relationship, the students were able to 
employ a similar strategy to compose their own application letters. Yayli (2011) extended this by 
examining whether genre knowledge and skills were transferable. She found that the students were 
able to recontextualize their awareness of generic structures of texts from one genre to another. 
These genre pedagogies were developed to teach students to recognize and be aware of genre 
structure before they practiced producing their own writing. 
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Moving from pedagogical aspects in written discourse/genre to those in spoken discourse, it 
has been suggested that students could be actively involved in professional-like communication 
through role-playings or simulations. Part of this was derived from studies that investigated typical 
interactional patterns of professional communications through simulations when access to 
workplace discourse was limited. Burns and Moore (2008) investigated the interactional role of 
questioning between professional accountants and their clients in simulated accountant-client 
consultations. Their study provided insights into some of the key features and patterns of typical 
interactions of the accounting professional workplace which could be used as a basis for enhancing 
the communication skills needed by future accountants. It also showed that simulation was useful in 
providing an alternative means of workplace-like interaction in class. Hussin (2013) applied this 
kind of simulation to understand weaknesses in pragmatic communication patterns between 
pharmacists and their patients. Through reflection activity on a video-recorded simulation, the 
pharmacy students examined how their language choices affected their patients. These studies of 
spoken discourse have enriched the aspects covered in the ESP pedagogies which include not only 
authentic language descriptions of written and spoken discourse, but also contexts which explain the 
communicative acts of the participants involved in spoken discourse. 
However, the success of genre and discourse analysis in providing a framework for rigorous 
text analysis has been tempered by two issues, the separation of content from language and the 
specificity of text. The first issue is discussed here and the second, which is related to the breadth of 
text analysis, is discussed next. The close connection between content and language has brought 
about diverse responses from ESP practitioners. The proponents of specific language use analysis 
have concentrated on knowledge of language conventions and rhetorical structures of a text (formal 
schemata). Others however have challenged the separation of content from language analysis and 
criticized this approach as causing students to concentrate on language forms rather than the 
knowledge that is carried in the source text (Leki & Carson, 1997; Benesch, 2001). Leki and Carson 
(1997), for example, argued that it might lead to “minimal intellectual engagement” (p. 53) despite 
the fact that students are required to focus on the acquisition of discipline-specific 
knowledge/content when they dealt with their discipline-specific course (e.g. Barron, 2002, Leki & 
Carson, 1997). These issues have aroused different ideas of cooperation between ESP and subject 
teachers (e.g. Dudley-Evans, 1983; Robinson, 1986; Yin & Cheung, 1986; Platt, 1993; Barron, 
2002; Northcott & Brown, 2006). While these issues are commonly found in ESL contexts in which 
English is used as medium of instruction, the condition in EFL context has been less-investigated.  
In regard to text specificity, research on specific language uses has expanded to professional 
and academic domains in diverse disciplinary contexts such as business negotiations (Charles, 
28 
 
1996; Vourela, 2005), lectures (Flowerdew & Miller, 1996; ThƟrgersen & Airey, 2011), and 
research articles (Hemais, 2001; Kanoksilapatham, 2005; Mc Grath & Kuteva, 2012; Ruiying & 
Allison, 2003, 2004; Swales, 2004). Furthermore, with the advancement of technology, corpus data 
have contributed to easier and more effective analyses of linguistic features and rhetorical structures 
of spoken and written discourse of a specific domain (e.g. Biber & Barbiery, 2007; Ruiying & 
Allison, 2003, 2004; Kanoksilapatham, 2005). This expansion of language use analyses across 
disciplinary areas and across discourse communities has been driven by the specificity of language 
conventions in a discourse/genre. Linguistic features of spoken or written discourse as well as the 
communicative intentions of the parties involved in the discourse are bound to the context in which 
the discourse takes place (See e.g. Hyland, 2004; Bucholtz & Hall, 2005). Different language styles, 
for example, were found in business emails that have been used as media for internal 
communication within a company and for external communication between a company and outside 
parties (Gimenez, 2000, 2002; Evans, 2012). Gimenez (2000) found that in a context in which a 
business relationship had been established, language in emails was more informal compared to that 
of conventional business letters. He reported that the email language was direct and simple with 
straightforward syntactic structures resembling the language of spoken discourse. Likewise, Evans 
(2012) reported that generally email writers emphasized clarity, and thus stated directly the purpose 
of writing email, and presented the details in short sentences and in point form. On the other hand, 
these styles might not reflect the email style that was intended to build a relationship between a 
company and its business counterpart, e.g. in the first few months of a business negotiation (Jensen, 
2009). The style of business emails for negotiation was formal with paragraph conventions similar 
to those of business negotiation by fax (See e.g. Santos, 2002). Thus communicative moves with 
these different language styles vary depending on the context and purpose of communication.  
Furthermore, research on metadiscourse has indicated that the linguistic items personally 
preferred by writers to communicate with their readers are culturally specific (e.g. Hyland, 1998, 
2004; Kim & Lim, 2013). Metadiscourse refers to “the linguistic devices writers employ to shape 
their arguments to the needs and expectations of their target readers” (Hyland, 2004, p. 134). 
Variations of linguistic devices are categorized into interactive and interactional metadiscourse. The 
former shows the way writers establish their preferred interpretations, whereas the latter indicates 
their way of espousing the norms of their disciplinary community. Hyland (2004) found that the use 
of metadiscourse in postgraduate writing varied not only across two degree communities – master 
and PhD students – but also across disciplinary communities. For example, he reported that hedges 
(evasive markers - might/perhaps/possible/ about), as parts of interactional metadiscourse, were 
substantially higher in soft sciences than those in hard sciences. He associated this phenomenon 
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with typical constructs of qualitative analysis representing elaborate exposition and more tentative 
expressions of claim in soft science (p. 145). In the EFL context of China, Kim and Lim (2013) 
found that despite the influence of Western publication conventions on Chinese publications, the 
use of metadiscourse in Chinese research article introductions indicated that some of the original 
Chinese publication conventions were still retained. This suggests that discourse markers which are 
typical in a disciplinary community indicate relational interdependence between personal and social 
agency and thus discourse is best understood within its socio-cultural context (Hyland, 2004, 2005; 
Bucholtz & Hall, 2005; Kim & Lim, 2013).  
Studies in specific language uses have contributed to rigorous text analysis to understand 
text of the target discourse/genre. They have also provided ample evidence for the specificity of 
language use in society. Thus while ESP scholars have considered the pedagogical aspect of text 
analysis, their analysis has most likely been confined to the discourse of their own community as 
Hyland (2005) acknowledged that knowledge of rhetorical functions and interpersonal strategies 
(metadiscourse) in ESP education may equip non-native writers to effectively assess and use native 
language resources for successful communication with their native target readers (p. 175). 
Furthermore, as research in specific language uses has been developed predominantly by native 
scholars from English speaking countries or countries where English is spoken as a second language 
(e.g. Belcher, 2006; Bhatia, 1991, 2010; Bremner, 2008; Burns & Moore, 2008; Evans, 2012; 
Flowerdew, 2010; Hyland, 2003, 2004; Johns, 1998, 2008; Nunan, 2008; Swales, 1986, 1990, 
2004), the target discourse that they examined might be influenced by their view of their discourse 
community and how English has been used in this discourse community. In other words, genre 
analyses have been mainly devoted to the understanding of specific English uses in ESL contexts. 
Specific uses of English in EFL contexts have been less investigated. In addition, while ESP 
practitioners have an indispensible role to determine which discourse and discourse community will 
likely be used as the basis for the development of ESP pedagogy, it has been less understood how 
ESP stakeholders in EFL contexts perceive English use in their contexts.  
Apart from rhetorical and genre analysis, the provision of authentic texts of a specific 
discipline in ESP pedagogy remains burdensome because of the close connection between content 
and language (e.g. Yin & Cheung, 1986; Gibbons, 1999; Barron, 2002, Candlin, Bhatia, & Jansen, 
2002; Northcott & Brown, 2006). Therefore, other ESP practitioners focus on the identification of 
communicative tasks of the target discourse community. This different mode of needs analysis is 
categorized into target situation analysis and is discussed in the next section. 
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Target Situation Analysis (TSA) 
The term target situation analysis (TSA) was first coined by Chambers (1980) to refer to the 
analysis of target language needs to determine target communicative competencies in the four areas 
of language skills – speaking, listening, reading and writing - for the purpose of ESP course design. 
In Europe, TSA was first conducted by the Council of Europe to determine the required levels of 
communicative competence of foreign language learners across Europe. The analysis of needs in 
this context, according to Berwick (1989), referred to ‘objectives’ because learners would 
eventually have to demonstrate competence in the target situations (p. 57). The study resulted in the 
production of a system of units in foreign language instruction for adults known as the "threshold 
level". Threshold level, according to van Ek (1975), is the compilation of knowledge and skills 
needed to communicate effectively in a foreign language environment. It was grounded in an 
analysis of learners’ needs which were then translated into a set of operational learning objectives in 
which the actual language forms (grammatical and/or lexical) were grouped based on language 
functions and general and specific notions. Thus, this type of approach used in determining learning 
objectives was termed the functional-notional approach. This early work on the threshold level was 
continually refined and followed by the introduction of a lower “Waystage Level”, and a higher 
“Vantage Level”. In 1990, the three units of foreign language instruction were revised to include 
knowledge of socio-cultural aspects (van Ek & Trim, 1990). They were then put together into one 
coherent Framework known as the Common European Framework of Reference for Languages: 
Learning, Teaching, Assessment (Council of Europe, 2002). This framework functions as the basis 
for elaboration of language syllabuses, curriculum guidelines, examinations, and textbooks across 
European countries. Compared to genre and rhetorical analysis, the work of the Council of Europe 
emphasized the identification of target communicative tasks (Council of Europe, 2002) and was 
called the objective movement (Berwick, 1989; Nunan, 2007).  
The objective movement became the basis for competency-based approaches to language 
education in English speaking countries like the USA (Findley & Nathan, 1980; Auerbarch, 1986), 
and Australia (Burns & Joyce, 2000). Similar to the objective movement, the emergence of 
competency-based adult education had brought in learner-needs analysis as the first central step in 
curriculum design. In Australia, the focus on learner needs analysis in course design began in the 
early 1980s as Adult Migrant Education Services (AMES) Victoria tried to keep with the movement 
towards ESP that had emerged in the 1970s (Bottomley, Dalton, & Corbel, 1994). Competency-
based education in Australia was influenced by a shift in focus from curriculum inputs to outcomes 
which were referred to competencies or outcome statements justified in Certificate of Spoken and 
Written English (CSWE) (Burns & Joyce, 2000). In 1993-4 CSWE was adopted as the national 
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curriculum of Adult Migrant English Program (AMEP) (p. xi). Different from the Council of 
Europe that adopted the functional-notional approach, in Australia genre-pedagogy was adopted 
(Burns, 2003). CSWE was developed based on genre pedagogy, in which genre was defined as 
staged-goal oriented social processes with identifiable lexicogrammatical patterns characterizing 
various stages of a genre (Burns, 2003). Furthermore, as CSWE is expressed in broad and 
uncontextualized terms, CSWE in competency-based curriculum has been followed with intensive 
studies of its implementation. For example, as Burns and Joyce (2000) reported, teachers had been 
involved in an action research team to contextualize the implementation of competency-based 
curriculum across different groups of learners with the focus on learner-centeredness. One of its 
purposes was to look more closely teachers’ practices in analysing learning outcomes in the light of 
learner needs (Russell, 2000).  
The studies of objective needs were intended to examine ESL learners’ use of English in 
their real-life communication contexts where English was spoken as a native or second language, 
thus the target needs informants were concentrated on the learners themselves. For those who seek 
information about workplace communication needs, information from learners is considered to be 
inadequate. Long (2005), for example, argued that as learners have no working experience, they 
know little about target workplace tasks and the language involved to function successfully in target 
discourse domains (p. 20). Therefore, depending on the purpose and context, diverse needs 
informants have been included in TSA. More recently, TSA for occupational purposes has included 
insiders’ information from a range of sources – graduate employees, employers, and professionals 
of different managerial positions (e.g. Pholsward, 1993; Crosling & Ward, 2002; So-mui & Mead, 
2000; Chew, 2005; Cowling, 2007; Lehtonen & Karjalainen, 2009; Evans, 2010b; Kassim & Ali, 
2010).  
In Hong Kong, So-mui and Mead (2000) investigated the workplace communication needs 
of textile and clothing merchandisers. They investigated the merchandisers’ channel of 
communication and the workplace texts used for communication. In the same context, Chew (2005) 
examined communicative tasks involving the use of spoken and written English in Hong Kong 
banks. Thus her respondents were confined to graduate employees in the banking sector. Her study 
was triggered by a number of reports on Hong Kong employers’ dissatisfaction with the English 
language standards of university graduates. In part of ongoing studies on the impact of Hong Kong 
transition from British colony to Chinese Special Administrative Region on the role of English in 
industries, Evans (2010b) investigated communicative tasks in the wider services sector in Hong 
Kong and covered 2000 professionals of various disciplines at different levels of management. 
These Hong Kong-based studies reported consistent findings regarding the centrality of written 
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English in Hong Kong workplace domains, i.e. most spoken communication was conducted in 
Cantonese, whereas written communication was carried out in English. Despite this similarity, the 
results also revealed varieties of analysis of communicative events in Hong Kong mainly due to the 
specificity of the research purpose and context. For example, while So-mui and Mead (2000) 
concentrated on analysis of some linguistic features of workplace texts in textile and clothing 
merchandising, Chew (2005) focused on language deficiency of banking employees, and Evans 
(2010b) investigated the frequent occurrence of some workplace communicative tasks and how 
English had affected professionals’ careers.  
When the analyses of workplace communicative needs from different contexts were 
compared, e.g. investigation of communicative language deficiency in Hong Kong and Thai 
workplace, there were different foci of analyses because of different communicative events. In 
Hong Kong, as Chew (2005) reported, banking employees frequently had to deal with writing 
memos and reports, and as superintendents, some of them had to translate their Cantonese spoken 
communication with employees and subordinates into English when reporting to the Head of the 
Department. Chew (2005) explored whether the sources of the respondents’ difficulty in carrying 
out their written communicative tasks arose from language or content area. Meanwhile, in 
computing firms in Bangkok, those in managerial positions were frequently involved in English 
spoken communication with their customers, suppliers, and specialists from the headquarters. 
Pholsward (1993) investigated their language problems on their first job and they reported their 
poor listening skills, limited vocabulary, and their confusion on some linguistic structures. 
Therefore, with a large spectrum of communicative events related to workplace communicative 
needs, ESP practitioners and other stakeholders in ESP education have an indispensible role to 
determine what is pedagogically important for ESP learners, and which discourse and discourse 
communities will likely be used as the basis to determine learner target needs in their context.  
In addition, the consideration of the context may include those of ESL and EFL contexts. In 
Australia, TSA conducted by Crosling and Ward (2002) with business graduate employees as 
research respondents revealed that oral communication was important and frequent in the 
workplace. Most oral communication occurred in their own company department with similar status 
staff and with their supervisors. The most often used forms of oral communication were informal 
work-related discussions, listening and following instruction, and informal conversations. In 
meetings, which were perceived as important for job success, participation in discussion was the 
most frequently used form of communication, although some formal presentation was involved. 
Participation in teamwork was also seen as important for job success, and the most often used forms 
of communication were building relations and informal conversation. The results of this study 
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indicated different oral communication demands in Hong Kong as reported in the three previous 
studies (So-mui & Mead, 2000; Chew, 2005; Evans, 2010b). This suggests that the demands of 
English language skills required in non-English speaking countries where English is used as a 
foreign language and as a medium of communication in very specific circumstances are likely 
different from those in countries like Hong Kong and Australia. This shows that the investigation of 
the English language skills required in a particular job market may not provide direct evidence for 
the demand for similar job skills in a different context.  
The identification of communicative tasks and events as found in target situation analyses 
have been also developed to include genre analysis (e.g. Evans, 2012, Flowerdew, 2010). This is 
discussed in section Roles of ESP Practitioners in Needs Analysis Practices. Furthermore, since the 
decision to address target communicative needs has to include consideration of learners’ present 
language proficiency and their learning condition, ESP scholars also seek to understand the present 
situation. This type of analysis is discussed next.  
Present Situation Analysis (PSA) 
PSA was defined by Dudley-Evans and St John (1998, p. 124) as the analysis of “strengths 
and weaknesses in language, skills and learning experiences”. However, ESP scholars have rarely 
concentrated on PSA exclusively; instead, they combine TSA and PSA. The combination of TSA 
and PSA is intended to reveal the gap between the target tasks and activities for which learners will 
be using English and the present condition of their language proficiency and their learning 
experiences. There are also cases in which ESP practitioners consider other factors related to this 
combined approach including a lack of access to authentic occupational materials (Flowerdew, 
2010) or curriculum which was not designed based on needs analyses (Kaewpet, 2009). TSA and 
PSA may be intended for occupational purposes (e.g. Holliday, 1995; Edwars, 2000; Cowling, 
2007;Taillefer, 2007; Kaewpet, 2009; Flowerdew, 2010), or for academic purposes (e.g. Zughoul & 
Hussein, 1985; Jackson, 2005; Bacha & Bahous, 2008; Huang, 2004). Some of these combined 
studies are discussed next to examine how various stakeholders in ESP educational setting provide 
input about learner needs. 
As previously discussed, research in English for academic purposes (EAP) has been well-
developed in the area of register, rhetorical, and genre analyses. However, some EAP studies have 
been intended to examine learner target communicative tasks in EAP courses and learners’ 
deficiency in their academic tasks. These studies are included into TSA and PSA research and are 
discussed next.  
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EAP needs analyses commonly involve subject teachers to provide information about 
academic language demand and students’ language deficiency (e.g. Zughoul & Hussein, 1985; 
Jackson, 2005; Bacha & Bahous, 2008; Flowerdew, 2010). Zughoul and Hussein (1985) examined 
the extent to which English was used in academic courses at Yarmouk University in Jordan and the 
perceptions of language needs and language abilities as viewed by students and faculty (subjects 
lecturers with a rank of Assistant Professor and above who were Arabic-speaking faculty members). 
Their study showed that while English was used mostly in actual classroom teaching, and the 
majority of faculty members gave examinations in English and asked students to answer in English, 
the faculty members, however, felt that a sizeable percentage of students was not sufficiently 
competent in English to follow class lectures. The faculty and the students agreed in their evaluation 
of the students’ listening abilities, but the students had different estimates of their abilities for the 
other three skills (speaking, reading and writing), for example, while 56% of the students viewed 
themselves as “good” and above in speaking, only 10% of the faculty judged them to be so. As 
lectures were conducted in English, both the students and the faculty members agreed that the most 
needed skill for success at the university level was listening comprehension. However, a difference 
in ranking appeared in the other skills. While the students felt that speaking ranked next to listening 
comprehension and was followed by reading and writing, faculty members arranged the skills in a 
different hierarchical order: reading, writing, and last speaking. This study showed that the faculty 
and the students held different views regarding the students’ abilities and how they ranked the 
English language skills needed. Other studies have also reported similar findings.  
Bacha and Bahous (2008), for example, examined students’ writing proficiency level and 
academic tasks in a Lebanese American University. The study was carried out because both 
business students and faculty had complained about the EFL courses; while the students complained 
that the English business writing course was not relevant to the business major, the faculty 
continually remarked that their students’ English language proficiency left much to be desired. The 
findings indicated that the faculty held dissimilar views of students’ English ability and their needs 
in the business course. The faculty reported their dissatisfaction with the students’ writing skills, but 
the students perceived their writing ability to be satisfactory. Nevertheless, the students expected to 
develop higher writing skills than they had previously received in the faculty. Furthermore, while 
the students considered that summarising lectures and note taking from lectures were important, the 
faculty held an opposite view and preferred the students to listen to lectures. However, both agreed 
on the primacy of writing skills for research papers. They also agreed that both the English and 
business faculty should work together to improve the students’ business writing skills.  
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In Hong Kong, Jackson (2005) investigated linguistic and conceptual problems of business 
students in their academic courses and used business lecturers in five tertiary institutions as research 
respondents. The results indicated a similar complaint about students’ low language ability. The 
students were reported to have weak language skills, weak problem-solving and critical thinking 
skills. In addition, the lecturers also considered them as relying too much on memorizing and being 
reticent in class discussion. Despite the fact that English was used as an official medium of 
instructions in most tertiary institutions, it was also reported that many of the Hong Kong Chinese 
lecturers were asked by their students to give lectures and explanations in Cantonese. The findings 
also revealed that academic language demand was high in law, marketing, and management, 
whereas in accounting the language requirement was the lowest because the subject mostly dealt 
with numbers and equation. Generally, speaking skills were needed to enable students to present 
their ideas clearly, and well-developed writing skills were also needed to enable them to write 
papers, reports, and projects. Some lecturers also acknowledged the necessity of cooperation 
between subject and English lecturers. They reported that subject lecturers could concentrate on 
content, whereas English lecturers were responsible for the language or error correction.  
Moving from academic to occupational purposes, in France, Teillefer (2007) examined 
target occupational needs as perceived by graduates and other stakeholders in the educational 
institution – students, ESP and subject teachers. He reported findings from these various 
perspectives on needs. There were different views about the frequency of foreign language use, its 
context, its degree of importance and the level of competence required. Students generally 
underestimated the extent of necessary use of foreign language and overestimated target levels of 
competence compared to graduates’ actual accounts, whereas economics teachers tended to 
underestimate the graduates’ target levels of competence. Language teachers shared more similar 
views with graduates, although minimizing the importance of written communication in the 
workplace. The results revealed that common perceptions were shared only about specific language 
difficulties (primarily oral skills) and the need of integrating foreign language into disciplinary 
courses. As Taillefer reported, the discrepancies of needs perspectives between the graduates and 
the other stakeholders in the educational setting also provided evidence for the lack of relations 
between the educational institution and the workplaces.  
The four studies have shown the gaps existing between the target demands in academic or 
occupational domain and the present condition of the students’ language and conceptual skills. As 
the analysis of a present situation was made in relation to the target demand, TSA-PSA perspectives 
are also bound to a particular context. This is exemplified in the requirements for writing skills for 
research papers. Such skills are strongly required in ESL contexts such as America and Hong Kong 
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where research has been well-developed and research papers should be presented in English 
language. Thus the ESP stakeholders’ concerns in these contexts were the students’ present writing 
ability and their learning needs to improve writing skills for research papers. Similarly, in a context 
where English is used as a medium of instruction, listening skills have been perceived as the most 
important skills. Similar to the previous discussion on research for specific language uses and TSA, 
ESP practitioners and those involved in ESP education have to take into consideration the 
communicative tasks in their context that will likely be used as the basis for developing ESP 
pedagogies. 
In addition, the studies that were previously discussed, except that of Jackson (2005), 
indicated that some degree of differing views constantly occurred in needs analyses. The students’ 
perceptions of their language needs and their language abilities were very often different from those 
of other stakeholders in an educational entity. Some studies in needs analysis and course design 
showed that ESP practitioners functioned as a facilitator who considered, selected, integrated and 
translated the differing views of learner needs (e.g. Edwars, 2000; Cowling, 2007; Kaewpet, 2009; 
Flowerdew, 2010). This role and the discussion of some studies related to this are discussed in 
section Roles of ESP Practitioners in Needs Analysis Practices. In other cases, learners’ subjective 
needs have been investigated exclusively and considered important because they are closely linked 
to their motivation in learning English. However, analysis of these subjective needs is sparse and is 
discussed next.  
Learning Situation Analysis (LSA) – Subjective Needs 
Learning situation analysis aims to provide information about learners’ expectations and 
attitudes about how languages are learned. These are subjective needs and scholars consider that 
subjective needs are as important as objective needs (Brindley, 1989; Hutchinson & Waters, 1987; 
Tudor, 1997; Xiao, 2006) arguing that building confidence and positive attitudes are a prerequisite 
to successful language learning. This section reviews subjective needs which emphasize learners’ 
cognitive styles and learning strategies. The work of Xiao (2006) can be categorized into this type 
of study.  
Xiao investigated the learning needs of Chinese EFL learners at the university level. The 
learning needs were broken down into attitude, motivation, learning styles, perceived difficulties, 
and strategies. The study was intended to clarify the learners’ classroom activity preferences, their 
attitudes towards student-centered and teacher-centered approaches, towards authorities in class, 
learning culture in EFL programs, their motivation, and the main problems encountered in the 
course of their learning English and their practice of language learning strategies. The data were 
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collected using a structured questionnaire with a Likert scale. The findings showed that the majority 
of the students had positive attitudes toward group work and wanted to be active in group work. 
However, the students as a whole were negative towards asking and answering questions and were 
mostly reticent in class. As Xiao (2006) explained, the students might have perceived that asking 
questions exposed one’s ignorance and might cause someone to lose face. They thought that 
questions were commonly about grammar. The findings also indicated that 60% of the students 
focused more on accuracy than fluency to avoid making mistakes. Some of these findings might 
provide insights into factors that need to be considered in materials planning, lesson planning, as 
well as classroom instructional practice, for example, types of classroom activities preferred by the 
students and communication strategies that should be deliberately taught by the teacher. This type 
of needs analysis is related to what a teacher can directly access in his/her classroom during his/her 
interaction with the students and directly impact on his/her classroom instructional practice. 
According to Nunan (2001), learner needs of strategy preferences or classroom-activity preferences 
might be emphasized in a context where students have no immediate need of oral communication. 
However, while learning situation analysis like this has not interested scholars in English speaking 
countries, in EFL countries, this has not received much attention in the context of ESP pedagogy. 
Therefore, this is an area that needs to be investigated to see whether ESP teachers in the EFL 
context take into account this need. 
Roles of ESP Practitioners in Needs Analysis Practices 
Drawing from research on specific language uses, TSA, PSA, and LSA, this section 
discusses the roles of ESP practitioners in educational contexts and identified some essential issues 
related to their roles that have been less investigated. Dudley-Evans and St John (1998) explained 
that there are a number of roles that ESP practitioners can play. They may be ESP teachers, 
researchers, course designers, or collaborators. This section first discusses ESP practitioners’ roles 
as researchers in needs analysis and how genre analyses have impacted on the direction of needs 
analysis. Second, it discusses their roles as course/material/syllabus designers who have to select 
needs information for pedagogical purposes. Third, it provides an account of their roles as 
collaborators. Finally, this section summarized the three roles which were used as the basis of this 
study.  
As researchers, ESP practitioners have significantly contributed to developing rigorous text 
analysis through genre/discourse analysis (e.g. Swales, 1990; Bhatia, 1991; Hyland, 2004; 
Flowerdew & Wan, 2006), and the idea of learner centeredness in curriculum/course design 
(Hutchinson & Waters, 1987). They focused their research on learner needs and consequently today 
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needs analysis has developed tremendously. Needs analysis has been central to ESP course/ 
material/syllabus and ESP practitioners have continuously worked on this. Nevertheless, part of 
their work has been complicated by the specificity of text and task analysis evident in research on 
specific language uses and TSA. Genre analysis has aroused ESP practitioners’ awareness of the 
presence of diverse discourse communities in their sociocultural context. However, it may also 
complicate the needs identification itself. As Hyland (2011) argued, “genre’s power of harnessing 
generalizations has led us to over-emphasize resemblances between texts at the expense of 
variation” (p. 8), and as can be seen in Figure 2.1, the identification of a communicative task that I 
drew from Evans’s (2012) research indicated that there may be more communicative events in one 
communicative task than what is generally thought. This entails consideration of how the linguistic 
properties and rhetorical structures of business emails may be generalized from one communicative 
event to another for pedagogical purposes. Even though a bank of corpus is available (Walker, 
2011; Evans, 2012; Jensen, 2009) to ease the collection of speech act samples, rhetorical structures 
and language styles vary depending on the communication purpose and discourse context (See 
Studies in Specific Uses of English). Scholars also developed a combination of TSA and genre  
Figure 2.1  Example of Communicative Task Identification for Business Emails (Evans, 2012) 
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analysis (Evans, 2012; see also So-mui & Mead, 2000, for TSA and register analysis; Flowerdew, 
2010), and the work of Evans (2012) previously described is an example of such combination of 
analyses. Thus identification of communicative events and specific language use analysis for ESP 
pedagogies is complex. As found in TSA-PSA research, it is the ESP practitioners who have to 
determine which communicative tasks and events are used as the basis for ESP pedagogies. In 
relation to this, ESP practitioners’ roles as course/syllabus designers are discussed next.  
ESP practitioners as course/syllabus designers are exemplified in studies of needs analyses 
and course designs. Studies conducted by Edwards (2000) and Cowling (2007) focused on course 
design for language training in a company, whereas those conducted by Kaewpet (2009) and 
Flowerdew (2010) were targeted for educational institutions. Two studies are discussed here to 
show that ESP practitioners consider, select, integrate and translate the differing views of learner 
needs and then decide what is pedagogically useful for ESP students. In planning a syllabus for 
language course in a Japanese company, Cowling (2007) investigated the perceived needs of 
different informants and resource constraints. He interviewed different parties which included target 
group teachers, target group students, the senior employees of the target students, and the employer. 
He gathered information about the students’ present language proficiency and their working 
environment, their future working condition as well as the tasks they undertook that involved the 
use of English. He also informally interviewed with the employer to find out the reasons underlying 
the language course instruction. By comparing what was lacking in the past English course and 
what was expected for the future employees, he designed a content-based and notional-functional 
syllabus to accommodate the different needs of the target group. This study showed that a ‘good’ 
syllabus that satisfied different stakeholders involved was constructed based on TSA as well as 
PSA. This model of developing a business English syllabus for a company may not directly suit the 
context of pre-experienced business English learners studying in a university as the language needs 
of employees of a particular company can be more clearly justified. However, this study provides 
insights into how different perceived needs may be communicated and accommodated. The 
curriculum/course designer plays an important role in accommodating these perceived needs.  
Flowerdew’s (2010) work provides an example of how learner needs can be effectively 
accommodated. Having learned from her TSA that proposal writing was necessary for the students 
in the final year, she examined the constraints that might hinder the students’ full participation in 
the course. For example, she examined the students’ motivation and preference in selecting an 
English course. As she found that the students preferred business presentations rather than proposal 
writing, she planned to integrate the four language skills in the proposal writing course. She used a 
case study approach to provide the students with a discussion forum for comparing their viewpoints 
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and decisions in adopting a particular business proposal. As such, she aimed to get the students 
engaged in a motivating task while building their awareness of strategies and skills needed in 
writing a business proposal. The two studies discussed here and those of TSA-PSA indicate that in 
most cases needs analyses are related to two aspects: the demand of the target community and 
students’ present learning condition and present language proficiency. By considering the two 
aspects, ESP practitioners consider what is educationally worthwhile for their students. However, as 
ESP is closely related to discipline-specific content, the role of ESP practitioners as collaborators is 
discussed next. 
ESP is closely related to discipline-specific content and thus the proponents of 
rhetorical/genre analysis prefer to deal with authentic texts of a specific discipline but concentrate 
on knowledge of language conventions and rhetorical structures of a text (formal schemata). While 
their work is useful for understanding the linguistic properties and the communicative intentions of 
a text author, other ESP scholars challenged them for neglecting students’ intellectual engagement 
with the text content. A similar case was found in Huang’s study (2004). She investigated ESP 
teachers’ and students’ perspectives of the perceived importance of the four language skills and the 
areas of the students’ difficulties in each skill in academic setting. One unexpected finding revealed 
the necessity of integrating language and content as the students perceived that they needed help for 
writing related to a discipline-specific assignment. Thus, it is necessary to discuss the ESP 
practitioners’ roles as collaborators.  
It has long been suggested that ESP curriculum includes consultations with subject-
specialists (Selinker, 1988; Swales, 1986; Yin, 1988). In business for example, ESP curriculum has 
been recommended to include not only the integration of business practice and language skills 
(business discourse) but also subject knowledge (business knowledge) (Zhang, 2007). Furthermore, 
research reports on needs analysis also indicated the involvement of scholars from discipline-
specific departments (e.g. Crosling & Ward, 2002; Ewer & Hughes-Davies, 1971; Stoller & 
Robinson, 2013). However, other scholars have long raised issues regarding the burden ESP 
teachers have to take on when dealing with highly specific texts (e.g. Belcher, 2006; Hutchinson & 
Waters, 1984; Lu & Julien, 2001; Yin & Cheung, 1986; Yin, 1988). These scholars argue that ESP 
teachers may find highly subject-specific texts difficult as they do not have a high level of specialist 
knowledge, and they in fact function only as outsiders who can “approximate what community 
insiders (subject specialists) know and do, and perhaps not very successfully” (Belcher, 2006, p. 
140). This creates uncertainty in meeting the needs of ESP learners as it provides a vague 
integration of language and specialist discipline. These studies have indicated that ESP practitioners 
hold different viewpoints in dealing with discipline-specific content and the extent to which they 
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would cooperate with subject teachers. Thus, in the next section research on cooperation between 
ESP and subject specific lecturers is reviewed. 
This section has discussed the three key roles of ESP practitioners. Research on needs 
analyses indicates that not only do ESP practitioners consider the discourse community that the 
students are likely to be involved in the future, but they also opt to take into account other factors 
related to students’ present learning condition to determine what is educationally worthwhile for the 
students. Furthermore, because of the close connection between ESP to discipline-specific content, 
they also have to consider how to deal with the content in the light of their cooperation with subject 
teachers. These three aspects of consideration are used as the basis to examine the needs analysis 
practices in the context of this study. This is further discussed in the last section - A Framework for 
the Study. 
Needs Analysis and Cooperation between ESP and Subject Teachers 
Different needs analysis approaches in ESP have been used to investigate different aspects 
of learner needs. Hence, a needs analysis approach serves a particular purpose for a particular 
context and for a particular group of stakeholders. Perhaps because of its uniqueness to a particular 
context and community, the results of many studies in different needs analysis contexts are not 
generalizable. Furthermore, it remains the case that textual analysis as found in discourse and genre 
analysis has not yet provided “a full description of many communicative events” that can be used as 
the basis for a curriculum design or course design (Dudley-Evans, 1983, p. 13). This is particularly 
true as the pervasive development of genre studies in the area of legal discourse, for example, has 
not yet been followed by similar studies in other areas such as English for business purposes 
(Swales, 2000). In addition, even though scholars through needs analysis and studies of specific 
language uses have contributed partly to a clear description of the roles ESP teachers play in ESP 
pedagogy, cooperation between ESP teachers and subject teachers is still considered important. 
Cooperation between ESP teachers and subject teachers in ESP has long been discussed by scholars 
particularly because ESP is related to language and discipline-specific content (Dudley-Evans & 
John, 1998; Northcott & Brown, 2006; Platt, 1993; Selinker, 1988; Swales, 1986; Yin, 1988; 
Zhang, 2007). There are a number of reasons for such cooperation, one of which is because ESP 
teachers frequently have to use highly specialized texts of the students, the content of which is not 
their disciplinary knowledge. The use of such specialized authentic texts aims to provide learners 
with authentic context that makes learning more relevant and efficient (Bhatia, 1986). Another 
reason is related to the concern as to how ESP teachers deal with the breadth of discipline-specific 
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knowledge necessary for the ‘interdisciplinary’ work – language and subject content area 
(Selingker, 1988, p. 35).  
Cooperation between ESP teachers and subject teachers has long been done in different 
discipline-specific areas (e.g. Northcott & Brown, 2006; Platt, 1993; Robinson, 1986; Yin & 
Cheung, 1986). However, scholars have different opinions regarding the area in which consultations 
with subject-specialist are needed. Swales (1986) referred to collaboration to team-teaching in 
which he emphasized the distinction between content schemata (background knowledge of the 
content area of a text) which becomes primarily the responsibility of subject specialist and formal 
schemata (background knowledge of the rhetorical structures of different types of text) for which 
language teachers are primarily responsible (p. 18). Swales, however, was more concerned with the 
introduction of a genre approach with text-task sequences for ESP syllabus rather than discussing 
how the team teaching might be worked out. Bhatia (1986) provided further clarification on how the 
genre approach with highly-specialized texts could make an ESP course more relevant and 
effective. Taking an article of science and technology selected from the Journal of Applied Physics 
as an example, Bhatia (1986) explained that language teacher could concentrate on, for example, 
the complex-nominals characterizing materials for English for science and technology. It was the 
task of language teacher to make the students sensitive to those linguistic features and understand 
the process by which complex-nominals were created (p. 58). Genre analysis comprising 
investigation of how texts are produced will help learners understand what Swales (1986) called 
‘task’ as more recently found in the study of Flowerdew and Wan (2006). This is certainly the area 
which ESP teachers can focus on team teaching as suggested by Swales. 
Team-teaching, however, has some constraints. An inherent problem that occurs at the 
conceptual level is the separation of language and content into two areas. Yin and Cheung (1986) 
argued that the two separate areas, in practice, were difficult to manage and, furthermore, costly as 
two teachers of different subject areas were involved in a course. In addition, from the language 
teachers’ perspective, the content load was unnecessarily heavy and demanding for them in terms of 
the amount of conceptual knowledge they had to learn within the limited time available (p. 67). Yin 
and Cheung (1986) reported a different model of co-operation and proposed a discipline-language 
integrated approach which had been applied in Nanyang Technology Institute, Singapore. The 
objective was to teach language as communication and the underlying idea was to help learners to 
become effective communicators in the practice of their profession. Compared to the previous 
approach which emphasized subject-specific knowledge, this approach emphasized skills in 
practice. In a course design for engineering students, they explained that engineering teachers could 
provide intimate knowledge of the engineering practice in industries and samples of engineering 
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written communication in industries such as memos. In such a co-operation, they explained that 
tutorials for the development of communicative skills through case studies and simulation exercises 
were designed in collaboration with engineering teachers. Furthermore, engineering teachers were 
also involved in assessing students’ performance in a final engineering project in which students 
performed a variety of communication tasks. This model of co-operation is likely to become the 
basis of ESP curriculum design focusing on tasks which has been largely developed based on 
present situation analyses (see Chew, 2005; Crosling & Ward, 2002; Pholsward, 1993). This model 
as well as that of Swales and Bhatia show clear roles ESP teachers can play in an ESP course. 
However, managing such co-operation has not been easy.  
Scholars admit the necessity of co-operation between ESP teachers and subject teachers. 
However, if ESP should serve the specialist discipline so too should ESP materials, the purposes of 
the tasks designed should be relevant to those of the specialist discipline (Bhatia, 1986, 1991) if a 
genre-based approach is to be applied (Swales, 1986; Bhatia, 1986, 1991). What remains unclear is 
how subject teachers and ESP teachers determine the depth and breadth of discipline-specific 
content in ESP curriculum. The concerns are first how they select samples of genres for the 
curriculum from the breath of discipline-specific content, and second to what extent the tasks they 
determine in ESP course should serve the discipline-specific purposes. Even though Candlin, 
Bhatia, and Jansen (2002) from a genre-based perspective argued that “once students understand the 
conventions of genre, they can apply this understanding intragenerically to recognize and 
understand other texts from the same genre” (p. 311), or “for comparisons across genres, 
intergenerically” (p. 312), little is understood about how models of genres of a particular discipline 
are selected. It is true that in a particular discipline such as English for legal purposes, co-operation 
between ESP teachers and discipline-specific teachers has been considerably discussed, but a 
different discipline and a different context require different patterns of ESP teacher/discipline-
specific teacher co-operations (Candlin, Bhatia, & Jansen, 2002; Northcott & Brown, 2006). 
Furthermore, while in English speaking countries or countries where English is spoken as a second 
language, genre analysis and the use of genre-based framework have been well-researched and 
applied in ESP teaching, their uses in EFL contexts have been less investigated. Therefore, there is 
a need to understand how ESP teacher/discipline-specific teacher co-operation is worked out for a 
particular discipline such as English for accounting and for an EFL context like the one examined in 
this study.  
In addition, if it is appropriate to follow Yin and Cheung’s (1986) suggestions, there is still a 
need to understand the extent to which subject teachers can help ESP teachers determine the types 
of generic texts and tasks for ESP learners to develop their communicative skills. While Yin and 
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Cheung (1986) discussed this to a limited extent, in a recent study conducted by Kassim and Ali 
(2010), discipline-specific teachers and other parties from industries were involved in providing 
feedback on a questionnaire prepared for a needs analysis to understand the communicative events 
and skills needed at the workplace. What is important to note is that while ESP teachers have 
conducted a considerable number of needs analysis to understand communicative skills in the 
workplace (e.g. Chew, 2005; Crosling & Ward, 2002; Flowerdew, 2010; Pholsward, 1993), subject 
specialists and communications specialists may also have their own concerns about communication 
skills that need to be taken into account in their discipline-specific curriculum as found in studies 
conducted by accounting specialists (Kerby & Romaine, 2009; Symthe & Nikolai, 2002). In this 
case, little is also known about how these different inputs of communication skills might be 
negotiated in an ESP curriculum design. It can be concluded that the involvements of subject 
teachers in ESP pedagogy vary from one context to another. As found in a Malaysian study (Kassim 
& Ali, 2010) subject teachers’ involvement was only in the form of an informal interview for a 
questionnaire feedback, the same situation is also found in Indonesia where subject teachers’ 
feedback to ESP teaching is communicated in a kind of informal talk. Considering that ESP is 
closely related to discipline-specific content and scholars suggest the need for ESP teacher/subject 
teacher co-operation in ESP pedagogy, this study explored the extent to which English and 
accounting lecturers collaborated in needs analysis. Understanding their collaboration is essential as 
collaboration has received little attention in ESP curriculum design in EFL contexts despite the fact 
that subject teachers can provide valuable input into the discipline specific content.  
A Framework for the Study 
As the review of research undertaken in this chapter suggests, the perceptions and 
conceptualizations of learner needs and needs analyses indicate that ESP stakeholders take on 
learner needs and the roles they play in needs assessment have been much influenced by how they 
view their discourse community and how English functions in this community. The findings of 
these studies revealed that many of text analyses such as those of genres focused on how genres 
function in the ESL contexts. Similarly, target situation analyses have mainly focused on the ESL 
contexts. This study argues that it is necessary to examine ESP stakeholders’ needs perspectives and 
practices in the EFL context of Indonesia. Within their context, they have an indispensible role to 
determine which discourse and discourse community will likely be used as the basis for the 
development of ESP pedagogy. The EFL context of Indonesia is different from the ESL contexts 
because despite the use of English as the first foreign language (Sadtono, 2005; Hamied, 2005; 
Huda, 1999), the national language is Bahasa Indonesia and is used as the medium of instruction in 
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academic situations (Kirkpatrick, 2010; Sadtono, 2005; Undang-Undang Republik Indonesia 
Nomor 24, 2009). Thus it is imperative to understand the extent to which they examine English uses 
in their context in the light of learner needs.  
Therefore, this study aimed to examine how English learner needs in the EFL context of 
Indonesia are perceived and analysed by their stakeholders. As the literature review also provides 
an account of (1) the ESP stakeholders’ areas of interest in examining learner needs and (2) the 
roles they play in needs examination, these two aspects provide the basis for the research 
framework of this study which is represented in Figure 2.2. It is delineated in what follows.  
In the figure, the left hand column indicates the established four areas of needs analysis 
practices. The two areas are related to target situation comprising research on specific language uses 
as found in register/discourse/genre analyses and on target communicative tasks and events as 
found in target situation analyses. The other two areas refers to present situation covering learners’ 
present language deficiency and learning condition (present situation analyses) and learners’ 
subjective needs (learning situation analyses). Column two represents the summary of three research 
foci of the practices which were derived from the two major areas of analyses related to target 
situation and present situation. Analyses of the two situations are intended to reveal the gap between 
the target tasks and activities for which learners will be using English and the present condition of 
their language proficiency and their learning experiences. As research shows the relevance of ESP 
to specialist content, the research focus also covered investigation on collaboration for 
interdisciplinary content. Drawing from the three research foci, column three shows that analyses of 
learner needs can focus on three aspects: (1) the extent to which they examine learners’ target 
situation needs (target situation/discourse) and (2) learners’ present learning condition, language 
proficiency, and subjective needs (present situation), and (3) the extent to which they cooperate or 
collaborate with subject teachers (collaboration for interdisciplinary content). Finally, column four 
shows three areas of research outcomes which are in accordance with the research foci and areas of 
analyses.  
This study investigated the ESP stakeholders’ needs perspectives and needs analysis 
practices by seeking information about their reasons and decisions in determining learner needs. 
This study also explored the extent to which English and subject teachers collaborate in needs 
analyses (See Figure 2.2, Column 3). To better understand the interplay between the three areas of 
their examination, this study was confined to the stakeholders in an Accounting Department in 
which English lecturers were part of its academic staff who is responsible for the ESP education at 
the Department. The groups of ESP stakeholders in the department include students, English and 
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accounting lecturers, and administrators of the department. In an educational setting, except for 
administrators, these groups of stakeholders have been mostly used as needs informants in needs 
analyses. Furthermore, in contrast to the ESL context in which most of the subject lecturers are 
native speakers of English or speakers of English as a second language, subject lecturers in EFL 
context are non-native speakers of English. Examining collaboration between English and 
accounting lecturers is crucial to our understanding of how they address the relevance of ESP to 
accounting.  Finally, in line with the three areas of analyses, as can be seen in the final column of 
the figure, the outcomes of the study cover information about the stakeholders’ needs perspectives 
and needs analysis practices in the three areas of analyses.  
To guide this study, the research questions are formulated as follows: 
1. What are the current ESP needs perspectives and needs analysis practices in the Accounting 
Department of State Polytechnic of East Java? 
2. What do the current needs assessment practices in the Department reveal about the existing 
cooperation between English and accounting lecturers on needs assessment? 
3. How do English and accounting lecturers understand each other’s needs for ESP education in 
their collaborative discussions of learner needs? 
4. What are the implications for future collaboration between English and accounting lecturers in 
needs assessment in the EFL context investigated in this study? 
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Figure 2.2 Conceptual Framework for Research into Needs Analysis in an EFL Context 
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Chapter III 
Research Design, Methodology, and Methods 
 
This chapter discusses the research design of the study providing the rationale for the 
methods used and elaborates the procedures used in gathering and analyzing data followed by a 
discussion of ethical issues. It finally discusses the procedures used in data collection and outlines 
how the data will be analyzed.  
Research Design 
This study adopts a case study design. A case is a bounded system (Merriam, 2009) or a unit 
of analysis or investigation (Yin, 2003) which suggest that there are boundaries that limit the case. 
It is these boundaries that determine whether or not a study is categorized as a case study (Hood, 
2009; Merriam, 1998, 2009). A case can be referred to a phenomenon, an event or a series of 
events, instructional decisions and practices, individuals, or an organization (e.g., Frost, 2010; Yin, 
2003, 2009). This study concentrates on a single phenomenon or a single case to investigate the 
current ESP needs assessment practices in one department of a tertiary accounting vocational 
education program in an EFL context in Indonesia. By concentrating on a single phenomenon, a 
case study design allows the researcher to gain a more comprehensive understanding and 
explanation of the case under study (Stake, 1995, 2005). It also helps her understand the complexity 
of social truths under investigation (Bassey, 1999). The purpose of focusing on the needs analysis 
practices at the department was to gain a holistic picture of the performance of English education at 
the department as viewed from how the needs of the students for English were determined. To 
achieve this purpose, this study draws on the policy or institutional perspectives as well as the 
perspectives of stakeholders towards an understanding of the needs of the students. These needs, in 
turn, inform these stakeholders’ educational judgments and their corresponding decisions on 
curriculum based on learner-needs assessment (Bassey, 1999).  
Case studies can be grouped into three general categories: intrinsic, instrumental, and 
collective or multiple (Hood, 2009; Merriam, 2009; Stake, 2005). While the intrinsic case study is 
more driven by the uniqueness of the case, the instrumental case study is oriented toward an 
understanding of a particular issue, problem, or theory, (Hood, 2009; Merriam, 2009; Stake, 2005). 
The collective case study, on the other hand, draws on more than one case to better understand a 
particular issue, problem, or theory, (Hood, 2009; Stake, 2005). The present study can be 
categorized as an “instrumental case study” (Stake, 2005, p. 445) because it is issue-centered 
(Bassey, 1999; Hood, 2009; Stake, 2005; Willis, 2008) and its main concern is while needs 
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assessments have been referenced to models which have been well developed in English speaking 
countries or countries where English is used as a second language with their typical emphasis on 
analysis of language use in a particular target discourse community, little is understood about how 
any of these models manifest in EFLcontexts like those found in Indonesia. This interest on the 
manifestation of needs assessment models in a different context can be justified as an instrumental 
case study (Stake, 2005). However, it cannot be denied that the particularity of ESP needs 
assessment practices in an EFL context per se is interesting as what the stakeholders perceive to be 
the English needs of the students cannot be isolated from the way they see and understand their EFL 
context. From the latter viewpoint, this study, therefore, may also be considered as an intrinsic case 
study as the same case study can be seen from multiple perspectives (Hood, 2009; Stake, 2005).  
Although the two categorizations discussed previously suggest different underlying 
assumptions related to how a case is viewed, the phenomenon of needs analysis practices in this 
particular context of study cannot be separated from these two ways of seeing a case. A case study 
is concerned with interpretation of a phenomenon within its real-life context (Luck, Jackson, 
&Usher, 2006; Merriam, 1998; Yin, 2003). The purposes here are to gain a comprehensive 
understanding of the case under study (Merriam, 1998; 2009) and to provide information about 
educational decision makings which are context-rooted (Hays, 2004). Although this case study 
originates from understanding of the typical practices of needs analysis in ESL (English as a second 
language) contexts, looking into needs assessment practices in an institution in the EFL context in 
Indonesia cannot be separated from the real life context in which the decision making takes place 
(Yin, 2009). This means that the way the stakeholders see and understand their EFL context needs 
to be included in this study. As discussed in Chapter 2, the practices of needs assessment developed 
for ESL students in English speaking countries like USA differ considerably from those developed 
in the ESL contexts like Singapore and Hong Kong. Furthermore, the fact that English is used only 
in limited circumstances in EFL contexts like Indonesia means that EFL contexts differ 
significantly from ESL contexts. Thus the two aspects of seeing this case needs to be taken into 
account. This may lead to understanding of local practices as well as providing a critical analysis of 
these practices (Mc Gloin, 2008) which accommodates contextual factors (Donmoyer & Galloway, 
2010).  
In addition, the case study is not bounded by any particular method for data collection and 
data analysis (Merriam, 1998; Yin, 2006a). Hence, multiple sources of evidence can be used to 
triangulate the data to produce strong research evidence (Yin, 2006a). Triangulation “serves also to 
clarify meaning by identifying different ways the case is being seen” (Stake, 2005, p. 454). 
Depending on the nature of the study, the combination of some methods can also serve to answer 
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different aspects of the research problem (Wooley, 2009) and develop a more complete 
understanding about it (Ivankova & Cresswell, 2009). In line with the two ideas, this study adopts a 
mixed methods approach to provide a rich account of the phenomenon being investigated (Woolley, 
2009). Hence, the next section discusses the research methodology together with data triangulation.  
Research Methodology 
A mixed-methods approach has emerged as a movement which integrates quantitative and 
qualitative strands in a single study (Cresswell, 2003, 2009; Jang, McDougall, Pollon, Herbert & 
Russell, 2008). Even though the philosophical underpinnings of mixed methods vary, and scholars 
have not come to an agreement as for how the two strands are mixed (Bergman, 2010; Cresswell & 
Tashakkori, 2007; Harrits, 2011), the basis of a mixed-methods research includes the uses of both 
qualitative and quantitative methods for collecting and analyzing data, integrating the findings, and 
drawing inferences from a single study (Tashakkori & Cresswell, 2007). Using a mixed-method 
approach means that any methodological tools of either quantitative or qualitative strands can be 
used to answer the research questions (Teddlie & Tashakkori, 2009), the purpose of which is to 
generate a more comprehensive understanding about the complexity of the phenomenon under 
investigation (Lee & Greene, 2007; Ivankova & Cresswell, 2009). A mixed-methods approach is 
appropriate for investigating the research aims in this study as it seeks “in-depth contextual 
understanding” of needs assessment practices by taking into account the local stakeholders’ 
perspectives, knowledge, and experiences (Greene, 2007, p.18). Multiple ways of examining the 
perspectives of ESP stakeholders have been used in needs assessments in the literature (e.g. Bosher 
& Smalkoski, 2002; Holliday, 1995; Jasso-Aquilar, 1999) to produce broader and deeper analysis of 
needs as perceived by them (Long, 2005) and to increase trustworthiness of data interpretations 
through data triangulation (discussion on data triangulation follows) (Cowling, 2007). Furthermore, 
they can reveal how different stakeholders perceive needs differently that may lead them to 
different objectives (Jasso-Aquilar, 1999).  
Having selected the mixed methods approach as the most appropriate one, the next issue that 
needs to be addressed is how the quantitative and qualitative strands should be mixed or integrated. 
Integration is a key step in mixed methods (e.g. Bazeley, 2009; Castro, Kellison, Boyd  & Kopak, 
2010; Woolley, 2009; Yin, 2006b) and the term ‘mixing’ itself denotes integration of data at some 
points (Ivankova & Cresswell, 2009). Following Ivankova and Cresswell (2009), the process of 
integration can be traced to three points: timing or the sequence of collecting the qualitative and 
quantitative data, weighting or the priority given to one type of data, and mixing or the way the 
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qualitative and quantitative data and results are integrated. These three aspects are discussed in what 
follows.  
This study adopts a concurrent design or a component design (Jang, McDougall, Pollon, 
Herbert & Russell, 2008). The term “concurrent” suggests that the data of the quantitative and 
qualitative strands are collected at the same time. However, the two datasets are collected separately 
(Parasnis, Samar, & Fischer, 2005; Teddlie & Yu, 2007) and, as they are used to address different 
aspects of the research problem (see also section 3.3 Research Methods), they are analyzed in 
separate chapters so as to allow the researcher to be open to different views, perceptions and 
assumptions (Jang, McDougall, Pollon, Herbert & Russell, 2008; Parasnis, Samar, & Fischer, 2005; 
Teddlie & Yu, 2007). The quantitative data aim to provide a broad coverage of stakeholders’ 
perspectives on English language sub-skills needed by ESP students. These data complement the 
qualitative data in providing the overall patterns of the sub-skills needed by the ESP students. The 
qualitative data nevertheless are central to this study because to understand contextual practices of 
ESP needs assessment and how the key stakeholders, the ESP and subject-specific lecturers 
cooperate, the researcher needs to ‘truly delve underneath the surface’ (Hesse-Biber, 2010, p.458) 
to understand the stakeholders’ experiences and knowledge in assessing the needs of the ESP 
students for English. Thus, the qualitative data is discussed more extensively to present the 
stakeholders’ contextual and educational judgments in determining the needs. Data integration takes 
place at the interpretation stage (Collins, Onwuegbuzie, & Jiao, 2006, 2007) in which the results of 
the analyses of the two datasets are presented together in a discussion or a summary table for 
comparison (e.g. Creswell & Clark, 2001, 2011; Jang, McDougall, Pollon, Herbert & Russell, 2008) 
or triangulation (Woolley, 2009). Data integration, therefore, refers to data triangulation which is 
discussed in what follows. 
Since there are different conceptions of triangulation, its meaning in this study needs to be 
justified. Triangulation is traditionally conceived as data validation (Long, 2005). That is the 
research findings of the quantitative and qualitative strands are compared and contrasted to yield 
“well-validated conclusions” (Ivankova & Creswell, 2009, p. 142). However, the process of 
comparing and contrasting is prevalent when two different data sets are used and can serve different 
purposes. Hence, Woolley (2009) argues that triangulation aims to provide full, complementary 
account rather than validating results. In line with this idea, Stake (2005) acknowledges that 
triangulation is a means of clarifying meaning which is based on different sources of evidence. 
Along these similar lines, triangulation in this study is perceived as the process of comparing the 
research findings of the quantitative and qualitative data to provide a rich and complementary 
account of the present needs assessment practices. The quantitative data are elaborated and clarified 
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with the specific accounts of the stakeholders’ experiences as well as contextual and educational 
judgments and decisions in determining the ESP students’ needs (See also section Integration of 
Quantitative and Qualitative Data Analysis). This process of triangulating data is discussed in the 
discussion and conclusion chapter.  
In summary, this study uses a mixed methods approach in a single case study to better 
understand the present needs assessment practices of stakeholders in the institution under 
investigation. This approach combines the qualitative and quantitative methods, the integration of 
which has taken into account three aspects: timing, weighting, and mixing. The approach taken in 
this study is categorized as a concurrent design in which the datasets of the two strands are collected 
and analyzed independently. This study places more emphasis on the qualitative data than its 
quantitative counterpart and data integration or triangulation occurs at the level of interpretation. 
Research Methods 
Research methods refer to the procedures used to gather and analyze data (Mertens, 2010). 
This section describes how this study is constructed using the procedures within a mixed methods 
approach. These procedures are delineated in five main subsections: research site, research 
participants and sampling, research instruments, data collection procedures and data analysis.  
Research Site 
The study was conducted at the Accounting Department of a State Polytechnic in East Java 
province (SPJ). Polytechnic institutions provide vocational education relevant to various disciplines 
such as engineering, business administration, and accounting. SPJ has eight departments, one of 
which is the Accounting Department. 
The Accounting Department (AD) of SPJ was selected for this study because it provides 
intensive ESP courses. The Diploma III program at AD is aimed at preparing students to be middle 
managers in the accounting field who will be important mediators between top and bottom 
management layers in an organization. These graduates need to be ready to compete in the global 
market. To achieve this goal, AD equips its graduates with some essential skills, one of which is 
English for Specific Purposes, particularly English for accounting, which is provided throughout the 
six semesters of the Diploma program. Hence, AD’s educational orientation to industry together 
with AD’s provision of ESP courses made it an appropriate site for this study as it could provide 
insights into how these ESP student needs were perceived, framed, and defined in the ESP courses 
by the AD’s key stakeholders - ESP lecturers and subject-specific lecturers. 
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Another reason for choosing AD was based on practical considerations as the researcher had 
been one of the academic staff of AD for 17 years. This insider identity facilitated her access to the 
research site and she was able to build relationships of trust with the participants of the study. 
Furthermore, the researcher’s familiarity with the research site provided her with an understanding 
of the cultural and academic environment where the study was conducted (See also Ethical 
Considerations). 
In 2006 AD introduced a higher level of academic program, Diploma IV Program, which is 
equal to a bachelor degree program (See Quantitative Data Collection Procedure for the later 
inclusion of the student respondents from this program during data collection). The program had 
run for three and a half years when the data were collected. The study focused on the Diploma III 
Program as this program is the oldest and most well-established. This program has become the 
foundation for the development of the Diploma IV Program.  
Research Participants and Sampling 
The sampling strategy employed in this study allocated research participants to both the 
qualitative and quantitative phases of the study. The study employed a nested sampling design in 
which the sample members used in the qualitative strand represented a subset of the respondents in 
the quantitative strand (Castro, Kellison, Boyd, & Kopak, 2010; Collins, Onwuegbuzie, & Jiao, 
2006, 2007). As the study investigated a case in a tertiary institution in breadth and depth, a 
purposive strategy was employed for selecting participants in the two strands (Mertens, 2005, 2010; 
Teddlie & Tashakkori, 2009). Participants were chosen based on the identification of key 
stakeholders discussed in the review of literature so as to “maximize the richness of information 
obtained pertinent to the research questions” (Miller & Crabtree, 2004, p. 191). In addition, the 
purposive sampling strategy adopted for this study was theoretical sampling which drew samples of 
people based on the categories that emerged from the needs analysis studies (Teddlie & Tashakkori, 
2009). For the qualitative phase of the study, the participants included three different groups 
comprising lecturers, administrators, and third-year accounting students. For the quantitative one 
the participants were lecturer and student groups. These groups are discussed as what follows.  
Lecturers. 
The samples for lecturers were selected from English and accounting lecturers because, as 
the review of literature indicated (see Chapter 2, Needs Analysis and Co-operation between ESP 
and Subject Teachers), they were key stakeholders who determined the ESP curriculum. When the 
study was undertaken, the accounting lecturers accounted for 45% of the total academic staff in the 
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Accounting Department (AD) (26 lecturers) and the English lecturers accounted for only 12% of the 
total (7 lecturers including the researcher). The rest of the staff majored in other fields comprising 
business and management, business laws, information technology, and Indonesian language. For the 
qualitative phase of the study, the primary consideration in selecting the two groups of stakeholders 
was the length of their teaching experiences and their availability and willingness to participate in 
the study. Participants with considerable experience (i.e. of at least five-years of teaching in their 
fields) were selected in order to provide diverse stories about their experiences in enacting and 
implementing the ESP and accounting curriculum and about the issues being addressed in this 
study. They were expected to participate in three consecutive activities: individual interviews 
followed by focus group interviews and a workshop.  
In regard to the educational background of the academic staff, approximately 70% of the 
total staff were master degree holders and the rest were pursuing master and doctorate degree 
studies. However, as most of them (91%) were the graduates of the national universities, the ESP 
and accounting lecturers selected for this study came from a similar educational background, i.e. 
ESP lecturers were the graduates of neighbouring universities in English education with bachelor or 
master degree qualifications, and the accounting lecturers were also from national universities with 
bachelor or master degree qualifications in accounting. Having this homogeneous group of 
participants to recognize and perceive the same event of learner needs might reveal the extent to 
which their experience (Miller & Crabtree, 2004), beliefs and goals toward ESP education (Woods, 
1996) differed.   
As no specific number of participants is said to be ideal for qualitative case studies which 
depends on the circumstances of the study (see e.g. Frost, 2010; Tsui, 2003), four English (ESP) 
lecturers and five subject lecturers were selected based on the availability of the respondents and the 
manageability of organizing the group interviews (e.g. Ho, 2006; McLafferty, 2004; Yearous, 
2006). Compared to the total number of the English lecturers at AD, four ESP lecturers plus one as 
the ESP administrator participating in this study represented more than half of the total lecturers. As 
the estimated sample size for individuals in qualitative case studies ranges from approximately 6 to 
26 participants (Teddlie & Tashakkori, 2009), the total number of these lecturer participants 
nonetheless had fulfilled the minimum sample size required for qualitative case studies. These nine 
lecturers were approached for their willingness to participate in the study in the individual and focus 
group interviews and in the workshop.  
For the quantitative phase of the study, the number of lecturer participants was also 
determined based on their availability in the Department and their willingness to participate in the 
survey. As there were 26 accounting lecturers in total and 5 English lecturers (including the English 
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administrator) willing to participate, all of them were invited to complete the questionnaires. The 
quantitative data were collected not to draw generalizations, but rather to examine regularities in the 
stakeholders’ perspectives towards needs identification.  
Administrators. 
The administrators selected in this study were the ESP (English) administrator, subject-
specific (accounting) administrator, and department administrator. Basically these administrators 
were lecturers, but during the present study they were in charge of administrative positions. In this 
study, the distinction between ‘lecturers’ and ‘administrators’ was necessary as their administrative 
positions gave them a chance and experience in providing academic leadership, one of which was to 
organize or determine curricular work. On average, administrators hold their positions for two 
periods (8 years) and not all lecturers have the same chance of holding either position.  
For the qualitative phase of the study, the administrators’ experience could be useful as they 
might be involved in determining the direction of the ESP education in this institution. It was 
expected that their experience in their administrative work would provide insights into their way of 
determining ESP education. However, for the quantitative strand, the administrators excluding the 
department administrator were included into lecturer groups as the questionnaire was designed to 
gain numerical data related to pedagogy, i.e. the stakeholders’ perceived importance and perceived 
development of the English language skills comprising speaking, listening, reading, and writing 
(See Questionnaire). This pedagogical aspect was relevant to the lecturer or student groups. 
Students. 
The study also included the student participants who were ESP learners in AD. They were 
19 – 21 years of age and had no working experience in their accounting field and, thus, were 
deemed to have inadequate information regarding their professional language needs (Chaudron et. 
al., 2005; Long, 2005). However, these students were adults who had academic experience in 
English and accounting study, their exposure to the content of the courses might reveal their ideas 
about their needs.   
The ESP learners were selected from the third year students because they had been involved 
in accounting and English provisions and could reflect on their experiences in learning the two 
subjects and the extent to which they had been satisfied with their education. For the qualitative 
strand, this study also sought insights into the extent to which the students understood their needs - 
how they saw the relevance of their English needs to their accounting courses and their future 
employment. Therefore, the heterogeneity of the participants in terms of the levels of their English 
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proficiency (from high to low) was taken into consideration in the selection of participants in the 
study (See also Qualitative Data Collection Procedure). The purpose was not to compare the needs 
of the students of different levels of proficiency, but to examine the extent to which this 
heterogeneous group of students saw the relevance of their English to their study in accounting and 
to their future employment. Eighteen students were asked to volunteer and join focus group 
interviews. However, when the composition of these heterogeneous participants could not be 
completed by a call for voluntary participation, particularly after the researcher checked their 
academic records, the researcher filled the gap of the “missing participant(s)” by approaching any 
students with the appropriate academic record to participate. The eighteen participants were divided 
into groups of four to five students in each group. This was considered to be the ideal number for 
the organization of the focus group interview (Berg, 2009).  
As discussed previously, for the quantitative phase of the study, the number of participants 
covered the whole population in the Department in order to examine regularities in the 
stakeholders’ perspectives towards needs identification. However, like the lecturer group, the 
students’ participation depended on their willingness to participate in the survey. All the third year 
Diploma III and later Diploma IV accounting students (i.e. 175 students) were invited to participate.  
Summary of Research Participants. 
The research participants and their number in each group of stakeholders for both the 
qualitative and quantitative strand are summarized in Table 3.1. As discussed previously, the 
numbers in the student group included both Diploma III and Diploma IV accounting students. The 
consideration for the inclusion of the Diploma IV students is presented in the section of 
Quantitative Data Collection Procedure.  
Table 3.1 Research Participants and Their Number in Each Group of Stakeholders for Qualitative 
and Quantitative Strand 
Research Participants Qualitative Strand Quantitative Strand 
English Lecturers 4 5 
Accounting Lecturers 5 26 
Administrators 3 -  
(included in the lecturer groups) 
Students 18 175 
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Research Instruments  
To understand the recent practices of ESP needs assessment at SPJ, five instruments were 
used: questionnaire, document study, individual and focus group interviews, and workshop. The use 
of multiple instruments in needs analysis has been suggested in the literature to get a full picture of 
the phenomenon being investigated (see e.g. Bosher & Smalkoskhi, 2002; Cowling, 2007; Gilabert, 
2005; Long, 2005). The rationale for using each of these instrument is now discussed.   
Questionnaire. 
Questionnaires have been widely used in needs analysis to gain numerical data about 
English language needs from numerous stakeholders’ perspectives (see e.g.  Bosuwon & Woodrow, 
2009; Crosling & Ward, 2002; Taillefer, 2007; Wharton, 2002). In this study, they were used to 
survey representative samples of stakeholders in the Accounting Department to understand the 
perceived needs of English language skills for the accounting students. Therefore, questionnaire 
items were aimed to investigate the stakeholders’ perceived importance and perceived development 
of the English language skills comprising speaking, listening, reading, and writing. To achieve this 
purpose, the questionnaire items were grouped into three sections (See Appendix A1). Section A 
contained questions related to the participants’ demographic profile. Section B asked the 
participants to make two judgments, first to identify the English language skills essential for the 
accounting students and second to identify the extent to which these skills had been developed in 
the English courses for the accounting students. Hence, the questionnaires used two types of four 
point Likert-style response scales, one ranging from “unimportant” (1) to “very important” (4) and 
the other ranging from “not developed” (1) to “often developed” (4). As Table 3.2 indicates, this 
section contained 39 competency statements and 20 language use statements which were grouped 
into the four major language skills, speaking, listening, reading, and writing. Section C asked the 
participants to add any other comments concerning the English language skills needed in English 
for accounting purposes.  
The first category - language competencies - was designed based on the work of the Council 
of Europe (2002) and Tailefer (2007) with necessary adjustments being made for the Indonesian 
context. First, the English language competencies specified in the questionnaire were identified 
based on the Common European Framework of Reference (CEFR) scales for receptive and 
productive competence for communicative purposes. The scales were selected from the reference 
levels of basic to independent user excluding proficient user level because a considerable number of 
studies conducted in Indonesia have shown that the level of university students’ proficiency was 
low (see e.g. Adyawardhani, 2003; Diptoadi, 1991; Gunarwan, 1998; Kweldju, 1997, 1999, 2001).  
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Table 3.2 Number of Questionnaire Items in Each Category of Competency and Language Use 
Discussion 
Four Macro 
Language 
Skills 
Language Competencies 
Item Number Total Number of 
Items 
 
Language Use Discussion 
Item Number Total Number of 
Items 
 
Speaking 1 - 9 9 10 - 16 7 
Listening 17 - 28 12 29 - 31 3 
Reading 32 - 41 10 42 - 47 6 
Writing 48 - 55 8 56 - 59 4 
Total  39  20 
Furthermore, the Polytechnic students’ competency test results in the last semesters also indicated 
that 66% and 69% of the students’ competencies fell between intermediate and upper intermediate 
levels in 2008 and 2009 respectively (See Appendix A3). In addition, the sequencing of the 
language skill competencies was grouped from general to specific English. Finally, the 
competencies related to specific English were specified for business and/or accounting purposes. As 
CEFR scales are intended to measure the levels of English language competency, whereas the 
competency questions used in this study served a different purpose as previously stated, the issue of 
validity of the construct was discussed in Chapter 4, section Analysis of Reliability and Validity.  
The second category - language use discussion – is related to pedagogical activities and 
widely discussed in ESP teaching (See Chapter 2, English for Specific Purposes) and thus was 
deemed essential in this study. No particular model was adopted for this category as the questions 
were designed to gain insights into the stakeholders’ perspectives on the levels of importance and 
development of linguistic feature discussions in general which ranged from lexical and grammatical 
discussions for both general and specific purposes to the communication patterns of professional in 
business/accounting field. The validity issue related to these self-constructed questions of this group 
is also discussed in the same section as above.  
In addition, despite the criticism that the justification of CEFR competencies relied on the 
intuitions of applied linguists rather than of experts in the occupational contexts (domain experts) 
(Long, 2005), the design of the competencies questions adopted the work of Council of Europe 
because it provides a comprehensive identification of communicative competences for various 
occupational language needs. This broad specification of language needs was deemed to be relevant 
to Indonesian contexts in which needs analysis had not been well-developed (See Chapter I for the 
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development of needs analysis in Indonesia). Other sources of language skills identification were 
more specific and contextual, for example while Bacha and Bahous (2008) focused on academic 
writing skills for business students in Lebanon, Chew (2005) provided the identification of language 
skills for banking in Hong Kong, and Cowling (2007) investigated the English needs for a Japanese 
company.  
Long (2005), however, acknowledges that the use of questionnaires is limited to pre-
determined questions, response options and formats. Therefore, to elicit more thorough and detailed 
answers, curricular documents as well as focus group interviews were used. These are discussed in 
the next sections. Questionnaires were administered for the entire population of the identified 
groups of respondents and used to gain data regarding English language skills needed by ESP 
students. They were used to understand regularities (Woolley, 2009) in the stakeholders’ 
perspectives toward the various English language sub-skills needed by ESP students.  
Document study.  
Documents, according to Merriam (2009, p. 139), refer to a wide range of written, visual, 
digital, and physical material relevant to the study at hand. The selection of appropriate documents 
is necessary as documents can serve a variety of purposes (Bowen, 2009). The documents analyzed 
in this study referred to curricular documents (Brown, 1995; Yin, 2009).  
Curricular documents were internal records of the Accounting Department related to the 
accounting and ESP curricula, needs assessment records, and the existing self-produced or self-
compiled ESP handouts that reflected the materials of ESP teaching in general. These documents 
can shed light on the students’ needs viewed from the perspectives of the designers which inform 
the existing practice of needs assessment as found in documents needs analysis. The purpose of 
selecting curricular documents was to understand how and to what extent the ESP students’ needs 
were addressed in the curricular documents including the extent to which the ESP course content 
had been designed in accordance with the accounting course content. In addition, samples of 
selected curricular materials were also used as the basis to frame the ESP and accounting lecturers’ 
collaborative discussion on learner needs assessment. Thus, the function of the analysis of these 
documents was twofold: to complement and augment evidence about ESP needs assessment gained 
from the interviews and to provide evidence regarding the identification of learner needs as 
understood by ESP and content lecturers in the collaborative discussion held during the workshop. 
In relation to the second function of the document study, secondary documents in the form of 
samples of accounting materials used during the workshop were also collected to provide evidence 
regarding the macro tasks and micro skills identification.  
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Semi-structured individual interviews.  
Interviews have been widely used in needs analysis (see e.g. Bosher & Smalkoski, 2002; 
Cowling, 2007; Long, 2005) as well as case studies and are considered as one of the most important 
sources of case study information (e.g. Tsui, 2003; Wette, 2009). However, there are different types 
of interviews and scholars group them into different categories, such as in-depth, focused, or survey 
interviews (Yin, 2009); structured, semi-structured, or unstructured interviews (Rubin & Rubin, 
2005); and standardized, semi-standardized, or unstandardized interviews (Berg, 2009). The 
interviews employed in this study are semi-structured as the purpose of the interview was to ask for 
detail and depth (Rubin & Rubin, 2005; Silverman, 2006). Detailed questions were designed to 
cover the major parts of the research problems and depth was used to seek further explanations of a 
particular response (Rubin & Rubin, 2005). By asking for detail and depth, the interview was 
intended to gain a comprehensive and a more considered response from the interviewee to provide 
rich data about the interviewee’s views, experiences, understandings, and beliefs (Silverman, 2006). 
Furthermore, these interviewees’ propositions of their experiences, understandings, and beliefs 
could be used as the basis for further inquiry (Rubin & Rubin, 2005; Yin, 2003).  
The individual semi-structured interview was conducted for approximately forty five 
minutes to an hour and a half, considering that the purpose of the questions was to seek detailed and 
in-depth responses related to the interviewee’s perspectives and practices in needs assessment 
(Berg, 2009). The main questions were designed to cover five areas: target situation analysis, 
present situation analysis, language use analysis, learning situation analysis, and co-
operation/collaboration in needs assessment (see Appendix B1-3). The questions were open-ended 
which encouraged the interviewee to talk about the issue being asked and respond to the questions 
based on their own frame of reference, thereby avoiding preconceived responses (Corbin & Morse, 
2003; Fusilier & Durlabhji, 2001; Miller & Crabtree, 2004; Rubin & Rubin, 2005). Thus, an 
introductory question such as “Could you tell me about ……?” (Kvale, 2007, p.60) was used which 
provided room to the interviewee to talk based on his/her own expectations and to select the parts of 
the story to stress (Barbour, 2008). The function of such a question was also to “invite a more 
complex, shaded reply” (Rubin & Rubin, 2005, p.133) so that it could provide access to 
interviewee’s views, understandings, and experiences in needs assessment. Probes were used to ask 
the interviewees to clarify unclear sentences and ideas (Rubin & Rubin, 2005), and to expand the 
rich context (Miller & Crabtree, 2004). Probing questions, such as: “Could you say something more 
about that?”; “Can you give a more detailed description of what happened?”; “Do you have further 
examples of this?”, were used to probe the content of the lecturers’ answers (Kvale, 2007, p. 61). 
Furthermore, as the semi-structured interview was flexible and iterative (Miller & Crabtree, 2004; 
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Silverman, 2006), if necessary, follow-up interviews were undertaken based on issues and themes 
that emerged in the previous interview that needed further elaboration.  
Focus group interviews.  
The focus group interview is a method used to understand how people think about an issue 
or a service and is designed in a series of group discussions with specific purpose and procedure 
(e.g. Krueger & Casey, 2000). It can be used to observe interactions about a discussion topic on 
which participants share their attitudes, opinions, and experiences (Berg, 2009) and observe 
differing opinions and points of view of the participants (Marshall & Rossman, 2011) or examine 
different and complementary ways in viewing a particular issue (Jackson, 2005). In this study, focus 
group interviews were conducted for two different groups: ESP learners and tertiary ESP and 
discipline-specific lecturers. Each of these focus group interviews is discussed in the sub-sections 
which follow.  
Focus Group Interview for ESP Students.  
Focus group interviews with ESP students aimed to uncover how they perceived their needs 
for English and to examine the extent to which they understood the relevance of ESP courses to 
accounting courses and to their future employment. The focus group interview was selected as it 
could provide access to the students’ actual and relevant interactional experiences in learning 
English at the Accounting Department when these students were provided a chance to spark off one 
another (Berg, 2009) in a permissive, non-judgmental environment of a group discussion (Krueger 
& Casey, 2000). The focus group interview was conducted for approximately an hour and a half to 
two hours as the design of the questions was open-ended to allow the student interviewees to 
determine the direction of their responses and encourage them to respond according to their specific 
situations (Berg, 2009; Krueger & Casey, 2000). Like the individual semi-structured interviews, the 
main questions of the focus group interview were designed to cover five areas: target situation 
analysis, present situation analysis, language use analysis, learning situation analysis, and co-
operation/collaboration in needs assessment (see Appendix B4). 
The focus group interview was guided by the researcher whose role needs to be explained 
here. The researcher acted as a facilitator whose purpose was to look for ideas and opinions of the 
participants about a topic and uncover factors that influenced their ideas or opinions. In addition, 
she had to appreciate differences in perspectives between the group participants without offering 
her own opinions (Krueger & Casey, 2000). However, she controlled the pace of discussions, 
changed the direction of comments, interrupted or stopped conversations (Berg, 2009).  
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Focus Group Interviews for the ESP and Subject Lecturers.  
The focus group interview for the ESP and subject-specific lecturers aimed to further 
investigate the current practices of needs assessment. It was a mixed focus group interview between 
the two groups of stakeholders to examine their perspectives and practices of needs assessment in a 
group discussion to allow participants to share their attitudes, opinions, and interactional 
experiences (Berg, 2009). A focus group interview was selected in order to allow the ESP and 
subject specific lecturers to collaboratively discuss the ESP learner needs to provide more insights 
into needs analysis practices, particularly the existing cooperation between ESP and subject 
lecturers, if at all, and their expectations for future improvements. The function of the focus group 
interview was twofold: to examine the extent to which the learner needs discussed collaboratively in 
the focus group interview were different from those identified in the previous individual interviews 
and to give a chance for the two groups to understand each other’s needs. The second function 
complemented the data from the workshop. To achieve this purpose, besides examining their needs 
analysis practices, some questions were designed to investigate their expectations in needs 
assessment in the future (see Appendix B5). For example, in target situation analysis, a question 
about the way the lecturers identified the target language needs (target language skills) of the 
accounting students was followed by questions about the students’ target needs that they needed to 
understand better and the possible ways they would suggest to identify them. As with the focus 
group interview with the students, the researcher acted as a facilitator.   
Workshop. 
The workshop format has been used as a medium for different parties to collaborate, to share 
and to integrate ideas, information, and experiences so as to achieve a particular goal (e.g. Brodie, 
2006; Horsfall & Cleary, 2008; Lacina, 2006). The aim of this study was to bring in the ESP and 
subject specific lecturers in a collaborative environment to discuss and develop their responses to 
the ESP learner needs. In needs assessments, experts call for co-operation or collaboration between 
ESP and subject-specific teachers to determine the content of the ESP course; however, co-
operation or collaboration between these two parties in ESP course has been a neglected area in 
tertiary education in an EFL context like Indonesia. Hence, a workshop was carried out to provide a 
context which allowed the researcher to observe the extent to which the ESP and subject lecturers 
might collaborate to develop a common set of learner needs.  
The workshop was designed as a two-hour meeting to provide a chance for the two parties to 
review the ESP and accounting curricula and examine the extent to which the ESP course content 
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had been designed in accordance with the accounting course content. The discussion of these 
documents was intended to answer three main questions:  
 What is the orientation of the ESP teaching in the Accounting Department?  
 To what extent is the ESP teaching expected to serve the accounting education? 
 What needs to be improved in the ESP teaching? 
To support the discussion, appropriate curricular materials were selected from those 
available in the department. These materials need to be explained here because the objectives of 
each course are delineated in the syllabus.   
The available curriculum in the Accounting Department refers to the general accounting 
curriculum which outlines an overview of the whole program of courses provided in each semester 
completed with their time allotments. These courses are delineated in syllabuses. From the 
curriculum document, it was found that in each semester more than three accounting courses were 
offered. Thus, curricular materials selection was essential for the workshop. While the English 
syllabus was selected as the main source to overview the English teaching goals and objectives, the 
general accounting curriculum and three samples of accounting syllabuses developed by three 
accounting respondents were used as references to understand any relevance of these goals and 
objectives to the accounting teaching. Supporting accounting materials suggested by two accounting 
respondents were also selected to show the English contents found in those materials. Prior to the 
workshop activities, copies of the selected curricular materials were provided to the participants, 
and, informed consent and the outline of the workshop were discussed.  
The workshop was designed around two main activities: a brief review of the content of the 
English syllabus, particularly for ESP courses. In the first activity, the English lecturers were first 
given a chance to describe the objectives of the English courses as well as their consideration of 
practical matters in the implementation of the curriculum (syllabus). In so doing, they could refer to 
the English syllabus. The second activity was across-group syllabus discussion. In this activity, the 
accounting lecturers were given an opportunity to evaluate the relevance of the English courses to 
accounting courses by referencing to the selected accounting materials when necessary. Then, both 
groups of the lecturers are given a chance to propose to add or eliminate some skills and knowledge 
to be included in the ESP syllabus and tell the purpose(s) of eliminating or adding them. In this way 
they were expected to collaboratively identify whether some skills and/or knowledge were 
necessary or not. To keep it focused, emphasis was given to the discussion of the curricular 
objectives expressed as specific statements of particular knowledge, behaviors, and/or skills that the 
learners were expected to know/perform at the end of a course (Brown, 1995). These activities are 
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discussed in detail in the workshop schedule as presented in Appendix B6. As with the focus 
groups, the researcher functioned as a facilitator.    
Video recording was used in this study to capture the workshop activities and interaction 
including non-verbal behavior (see e.g. Ho, 2006; Marshall & Rossman, 2011; Stewart, 
Shamdasani, & Rook, 2007). The video recordings allowed the researcher, who functioned as a 
facilitator in the workshop, to analyze the participants’ activities at her convenience. The 
participants’ anonymity, confidentiality, voluntary participation, and rights to withdraw from the 
videotaping were discussed before the workshop started. 
A video camera was positioned so that distraction from this equipment could be 
minimized. It was set up before the workshop participants came into the room and placed in a 
corner that would not disturb the interactions of the participants, but could capture the participants’ 
activities. The researcher practiced using the camera several times before the workshop was 
conducted. 
Data Collection Procedure 
The data for this study were collected in February and March 2011 after an ethical 
clearance from the University of Queensland to conduct this study was obtained (See Appendix 
B7). The researcher had also been granted permission by the Head of the Accounting Department to 
conduct this study in the Department. Procedures of data collection and ethical consideration are 
discussed in the sections which follow.  
Pilot Study for Qualitative Data 
A pilot study was conducted for the individual interviews with an English lecturer and an 
accounting lecturer. The purpose was to clarify and revise any vague or ambiguous questions in the 
interview proformas. Participants were recruited based on the criteria set for the main study (See 
Research Participants and Sampling). However, as there were a limited number of English lecturers 
in the Accounting Department, an academic staff from the Business Administration Department 
was invited to join the pilot study. She was considered an appropriate representative as she worked 
in the Department which provides ESP courses as intensive as those in the Accounting Department. 
Moreover, she had more than five years’ experience in teaching English or ESP. This pilot study 
provided insights into the need to adjust the sequence of the questions to the pattern of the 
interviewee’s responses during the interview. Question 6 and 8 (Appendix B1) and question 7 and 
11 (Appendix B2) referring to ‘determination of a particular language skill’ received similar 
responses from the two lecturers, although these questions were intended to uncover different 
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perceived needs - target needs and learning needs. Therefore, follow-up questions were provided 
and included in the interview protocols.  
Qualitative Data Collection Procedure  
The first phase of qualitative data collection started with curricular documents. The English 
syllabus had been collected before the main data collection because every English lecturer had it 
including the researcher. Documents continued to be collected in the research site as more evidence 
was needed to complement and augment evidence about the practices of ESP needs assessment. 
These documents comprising a few samples of accounting syllabi and the accounting curriculum, 
samples of teaching materials, and a needs analysis document were collected from the 
administrators and the lecturers. Some of these documents were used as resources for discussion in 
the workshop.   
Before the main data collection, the researcher also looked for opportunities to have 
informal conversations with some academic staff during the breaks between classes. The purpose of 
these was to understand the academic activities and atmosphere in the Accounting Department so 
that recruitments of research participants could be done appropriately. It was found that a team of 
accounting lecturers was preparing documents for national accreditation. One of the accounting 
participants was appointed to organize this activity. Furthermore, a considerable number of 
accounting lecturers were away on study leave to undertake post graduate studies either for master 
or doctorate degrees. This had increased the teaching loads of those who were working in the 
department at that time. Hence, their schedules were very tight. The conditions were similar for the 
English lecturers. Three English lecturers including the English administrator were continuing their 
studies for master degrees. The researcher, therefore, carefully managed the schedules for the focus 
group interviews and workshop as the identified participants were expected to participate in three 
consecutive activities including the individual interview. All the English lecturers (five people 
excluding the English administrator) were invited to participate in the study. However, one English 
lecturer declined to participate in any research activity because of a personal reason. While the 
researcher had no problems in managing the times for individual interviews with the identified 
lecturers and administrators, the case was different for the other two activities. Before formal 
written invitations were sent to the lecturers for two focus group interviews and a workshop, she 
negotiated a convenient date with them on which they would come together for the two different 
activities. Even though there was a predetermined meeting time for the group of participants, some 
were not able to come as expected. After several cancellations, finally the focus group interviews 
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and the workshop were carried out with a more flexible time for those who were not able to join the 
whole session because of other business.  
Focus group interviews for students were easier to manage. When each of the participants 
was identified based on their academic records, the researcher informed the captain of each class 
about the study and asked their help to identify every individual and to get these individuals’ 
permission to provide their contact numbers to the researcher. The researcher, then, contacted and 
approached them individually and invited them to participate in the focus group interviews. The 
number of students participating in the focus group interviews increased as there were two groups 
of Diploma III and Diploma IV students (See the next section for the inclusion of Diploma IV 
students).   
Quantitative Data Collection Procedures 
The questionnaires were administered to three groups of respondents: third year accounting 
students, and English and accounting lecturers. With the relatively new Diploma IV Program, the 
student questionnaires, which were formerly planned to be administered only to the third year 
students of Diploma III Program, were administered to include the third year students of Diploma 
IV Program. This was because, at the beginning of the study, the researcher had no information 
about the decrease and increase of the number of students who enrolled at the Diploma III and 
Diploma IV Program since the enrolments at SPJ had just started when she left the institution for a 
study leave. In addition, during the data collection she was informed by the English administrator 
that both groups of students were provided with English courses for five semesters, from semester 
one to semester five. They received the same English handouts and were taught by the same English 
lecturers. They also received a similar Polytechnic English Competency Test (PECT) in their last 
semester. Hence, they were invited to participate in the survey accounting for the total number of 
175 students.  
Before the distribution of the student questionnaires, the researcher visited those lecturers who 
had agreed to allow their class sessions to be used for approximately 45 minutes for the survey. The 
questionnaire completion was moderated by the researcher for the whole session to ensure the 
students’ understanding of the questions and their full participation. Information about how to fill in 
the questionnaire and the purpose of the survey were provided before the survey started. However, 
all students’ participation in the survey could not be ensured since students could be absent from 
lectures for various reasons. The researcher identified those who were absent and issued an 
invitation to volunteer to complete the questionnaire. She asked the captain of the class to inform 
them about the invitation when they were present. When they came to volunteer, she explained the 
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questionnaire briefly and gave them time for the questionnaire completion. They returned the 
completed questionnaires either to the captain of the class or to the appointed administrative staff. 
One hundred six questionnaires were distributed to third year Diploma III students, and all of them 
were returned; whereas, out of 69 questionnaires for Diploma IV students, 62 questionnaires were 
returned.  
For the lecturer participants, the researcher distributed questionnaires to five English lecturers 
(including the English administrator) and 23 accounting lecturers by visiting each individual in their 
office. Three accounting lecturers were away on study leave and were not available during the data 
collection. All the questionnaires from the English lecturers were returned, whereas out of 23 
questionnaires from the accounting lecturers, 22 were returned. 
The rates of the questionnaire return for either the students and the lecturers were high. In the 
students’ case, this was possibly because the questionnaire completion was conducted within the 
established lecturing times. The Polytechnic students attended lectures from 7.00 am to 2.00 pm 
from Monday to Friday during the semester. Furthermore, the researcher’s moderation and 
attendance in the whole session of questionnaire completion might also minimize the students’ 
reluctance of completing the questionnaire. Whereas, the lecturers’ high participation could be in 
part due to cultural factors associated with their willingness to help a staff member in need. 
Ethical Considerations 
In the context of this study where Ethics Committees had not been established, an official 
letter of permission to conduct research in the institution was not required. However, prior to this 
study, approval for conducting this study was given and informed orally during the researcher’s 
visit to the Head Office at the Department. In inviting the research participants, the researcher was 
guided by the ethical codes of research conduct prescribed by the Research Ethics Committee at the 
University of Queensland. Prior to their participation in the study, all participants were provided 
with an invitation letter and a consent form asking for their agreement to participate in the study. 
The participants’ confidentiality was important. Thus at the beginning of data collection their 
confidentiality was discussed. Information about anonymity and data treatment was given to them. 
Only the researcher had access to the research data and all participants’ names and administrators’ 
positions were changed to maintain anonymity.   
Reciprocity in this study was maintained since the beginning of data collection by following 
the working cultural norms and social norms of interaction. The researcher made an individual visit 
to all the lecturer and administrator participants in their office to ask for their willingness to 
participate in the study. Interviews were also conducted in a relaxed atmosphere. The researcher 
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provided lunch for the lecturers who participated in the focus group interview and workshop, and 
snacks and drinks for the participants of individual interview and student focus group interviews. 
However, showing respect to the participants was the most important consideration. Thus, she was 
willing to adjust any appointment to the time convenient to the participants, listened patiently 
during the interview, provided feedback when the participants required, and gave time to help out 
particularly when she was asked to teach two classes when one English lecturer went overseas. The 
researcher also ensured that the participants were not harmed by participating in this study. At the 
end of data collection the researcher provided token gifts as well as remuneration particularly to the 
lecturers who participated in the three consecutive activities – individual and focus group interviews 
and the workshop - which were ethically and culturally appropriate. 
Data Analysis 
Data analysis in this study comprises quantitative and qualitative analyses. For quantitative 
analysis, data analysis refers to the process of analyzing and interpreting numerical data from the 
questionnaires, whereas, for the qualitative data, data analysis refers to the process of transforming 
data into findings which involves data reduction, uncovering themes and patterns, explanation, 
understanding, and interpretation of what people have said and what the researcher has seen and 
read (Merriam, 1998; Patton, 2002). As there are different treatments for the quantitative and 
qualitative data analyses, the outlines of the two strands of data analysis as well as the issue of data 
integration are discussed separately in the following sub-sections. 
Quantitative Data Analysis for the Questionnaire 
SPSS 16.0 for Windows was used for analyzing the responses to the questionnaire to 
examine the participants’ perspectives regarding the English language skills needed by the 
accounting students. Factor analysis with two approaches - exploratory factor analysis (EFA) and 
confirmatory factor analysis (CFA) - were employed to empirically examine the associations among 
the questionnaire items as well as address the issue of construct validity (Brown, 2006). CFA 
analysis was conducted using AMOS 4. To check the reliability of the questionnaire, Cronbach’s 
alpha coefficient was employed. Means and standard deviations were calculated and ANOVA and 
independent t-tests were used to test any differences among variables of stakeholders in their 
perceptions of the importance and the development of English language skills (Wharton, 2002). 
Finally, the Tukey Post Hoc Test was used to see how different groups of stakeholders ranked the 
importance of the four language skills (Bacha & Bahous, 2008). The detailed analysis and findings 
are presented in Chapter 4 Needs Questionnaire Data Analysis. 
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Qualitative Data Analysis  
In qualitative data analysis, interview data and the workshop data in the form of transcripts 
of the discussion of learner needs were considered as texts (Berg, 2009; Kvale, 2007). To access 
these texts, verbatim-transcriptions of the audio and video-recording were used (Berg, 2004, 2009; 
Halcomb & Davidson, 2006; Stewart, Shamdasani, & Rook, 2007). The nonverbal interactional 
behaviors such as head shakes and nodding in the video-recordings were taken into account in 
transcriptions. Notes of these behaviors provided interactional cues of how the participant reacted to 
a comment, a particular idea, or a question. These notes added to the transcriptions to provide 
complete records of the workshop. However, as Poland (1995) acknowledged that even verbatim 
transcriptions cannot fully portray “the full flavor of the interview as a lived experience” (Polland, 
1995, p. 292), the researcher repeatedly listened to the audio recordings and watched the video-
recordings during data analysis to better understand the phenomenon being investigated.  
The transcribed data of the interviews and the workshop were analyzed using a thematic 
approach. A thematic approach has been used across different qualitative designs. The strength of 
thematic analysis is on its flexibility as a lot of analysis is basically thematic and not necessarily 
attached to a particular qualitative design (Boyatzies, 1998; Braun & Clarke, 2006). However, 
despite the flexibility inherent in thematic analysis, Braun and Clarke (2006) believe that thematic 
analysis has definable procedures derived from other procedures of qualitative research (See e.g. 
Miles & Huberman for thematic mapping, 1994; Corbin & Strauss for finding repeated patterns 
across datasets, 2008). Braun and Clarke (2006) define a thematic analysis as a method to identify, 
analyze, and report patterns (themes) within data. They argue that how a theme is generated is not 
inherently grounded on the data per se but is linked to the overall research questions as well. This 
study adopted Braun’s and Clarke’s (2006) thematic analytic procedures in data analysis as the 
researcher believes that while what the data per se reveal is essential, the themes generated from the 
data epistemologically are not free from the researcher’s theoretical conceptions on which this study 
focused. Thus the thematic approach was undertaken from the perspective of present and target 
situation analysis. Furthermore, the research questions also guided the data analysis of this study. 
Braun and Clarke (2006) define six steps in analyzing data using a thematic analysis. In this 
study, the first four steps were used particularly to describe the step-by-step analysis of one data set, 
then the fifth step discussed how themes across different datasets were compared and refined, and 
the last step presented general information about how the results of data analysis would be reported. 
The first step of Braun’s and Clarke’s (2006) procedure is to become familiar with the data. This 
was done by repeatedly reading the transcripts. As Poland (1995) acknowledges that verbatim 
transcriptions cannot fully reflect the actual experience of the interview, while reading a transcript, 
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the researcher occasionally checked the recording for accuracy, highlighted or marked words/ 
phrases, and took a note on some initial ideas. This was done manually so as to make sense of the 
whole transcript as a unit of meaning. As the interview was in Indonesian language, the verbatim-
transcripts were written in the original language -Indonesia. The translation was conducted in the 
second step. The second step was to develop initial codes from the data. A code referred to the basic 
segment of the raw data that appeared interesting to the researcher and could be accessed in a 
meaningful way. In this phase, the data extracts and their codes were collated and organized in one 
table with the transcription. Translation of some extracts was conducted in this phase. Indonesian is 
the researcher’s own native language and the translation of the extracts was not word-by-word 
translation but focused on meaning. In this thematic analysis what is essential is to retain the 
meaning of the original information (See Appendix C2 An example of coding process). However, 
meaning did not emerge itself in the data and thus the translation of the transcripts was conducted as 
an integral part of the analysis process. The researcher considered that finding meaning and 
evidence and translation were a unified process and best understood in the whole context of the 
study; she herself, therefore, conducted the translation. In particular, however, for the translation of 
the Indonesian accounting terms found in the transcript, the researcher consulted her colleague, an 
accounting lecturer who works in the same Department with the researcher. He holds a doctoral 
degree in accounting which he obtained from a university in Australia. Consultation was mostly 
conducted through emails.  
The third step was to search for themes. In this phase, the researcher linked codes to find 
relationships between codes, between themes, and between different levels of themes. This was a 
kind of mapping process to find main themes and sub-themes. She also created the so called 
miscellaneous theme for a later grouping when a set of codes was found but did not belong to 
anywhere. In this process, mapping was done either manually or electronically (e.g. Miles & 
Huberman, 1994). Manual mapping was the starting point to link themes, whereas, electronic 
mapping was carried out to write up the mapping results. The term “electronic mapping” was used 
here to refer to flow-chart-drawings to show the interrelationship between themes using a word 
processor. The fourth step was to review themes. The researcher checked and re-checked between 
themes, codes and extracts whether or not they formed coherent patterns. She also examined how 
themes that emerged from the data linked to the domain of the analysis which was generated from 
the review of the literature (See Figure 3.1 Themes Reviewing Process in Qualitative Data 
Analysis). The themes derived from the literature comprised four major areas of analysis for both 
target and present situation analyses: stakeholders involved in needs assessments, sources used in 
needs assessments, factors that affect stakeholders’ decision in needs assessments, and language 
needs elaborated into language skills and knowledge. The analysis domain corresponded to the 
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main themes of the interview questions. In the fifth step, the researcher compared and refined 
themes across different datasets (Corbin and Strauss, 2008). Themes were compared for similarities 
and differences. This process was similar to the constant comparative method and allowed the data 
to be viewed from different angles (Bennett, 2010; Leech & Onwegbuzie, 2007, 2008; Teddlie & 
Tashakkori, 2009). Comparisons were made between data either from one type of data source 
obtained from different research respondents (Leech & Onwegbuzie, 2007, 2008), or from different 
data sources such as documents and texts gained from interview transcripts and video-recording 
transcripts (Bennett, 2010; Leech & Onwegbuzie, 2007, 2008). Themes which were conceptually 
similar were grouped together under a higher descriptive concept. In this case, in order that the 
relationships between the emerging descriptive concepts were clear, the researcher adopted the data 
display suggested by Miles and Huberman (1994) (See Appendix C3 for an example of data 
display). The data display was used as the basis to write a draft of the report. It was in the process of 
writing the draft, the process of reviewing data display and comparing the original transcripts with 
codes recurred. In this process, she made sense of themes and concepts, knitted them together to 
draw conclusions and to add interpretations. Finally, in the last step, the researcher completed the 
draft by “building a logical chain of evidence” (Miles & Huberman, 1994, p. 100). 
A document analysis was conducted simultaneously with the analysis of verbatim 
transcription data. The documents that were covered for analysis were the English syllabus, the 
accounting curriculum, and three samples of the accounting syllabi. The major analysis focused on 
the English syllabus using a checklist for examining the organization of the syllabus, the goals and 
objectives of the English education, the nature of the content and the language skills developed (See 
Appendix C1). This checklist was derived from Richards’s (2001) categorization of curriculum in 
language teaching. The curriculum document together with the accounting syllabi was analyzed to 
find how English education was linked to the accounting education by examining the goals of the 
accounting education. The findings from the document analysis were compared and contrasted with 
those of the verbatim data to draw conclusions. 
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Integration of Quantitative and Qualitative Data Analysis 
Integration in a mixed methods approach is deemed important to produce more illuminating 
analyses by bringing together the quantitative and qualitative findings to clarify meaning (Bryman, 
2007; Woolley, 2009). As previously discussed, this study already considered integration in 
sampling design (See Research Participants and Sampling), this section presents how data findings 
are integrated. Considering that this study adopted a concurrent design in which the initial analyses 
of the quantitative and qualitative strands were carried out independently, typology development 
strategy was deemed relevant for the integration of the research findings of this study (Clark & 
Creswell, 2008). Typology development strategy was intended to integrate data from the qualitative 
and quantitative strands at the level of analysis so as to provide “more powerful insights” into the 
phenomenon being investigated (Hall, Hord, & Griffin, 1980, in Clark & Creswell, 2008, p. 236). In 
this study the emergent typologies of ESP students’ needs obtained from the quantitative data 
analysis were compared with the typologies of English language skills needs found in the 
qualitative data analysis. This integration allowed a detailed elaboration of English learner needs. 
This information of learner needs were, then, elaborated and clarified with the specific accounts of 
the stakeholders’ experiences as well as contextual and educational judgments and decisions in 
determining the ESP students’ needs (see Chapter 8 Integration and Discussion of Findings).  
Summary 
This study built on a case study design with a mixed method approach to investigate the 
current needs assessment practices of an ESP program in an EFL tertiary vocational education 
context in Indonesia. The research instruments comprising questionnaires, document study, 
individual and focus group interviews, and workshop were used to collect the data of the 
quantitative and qualitative strands independently. With a concurrent design these data were 
analyzed independently to allow different ways of understanding the research inquiry. Finally, data 
integration was carried out at the interpretation stage to provide a complementary account of the 
inquiry.  For different stages of data analysis and interpretation, Chapter 4 discusses the quantitative 
data analysis followed by the qualitative data analysis in Chapter 5, 6, and 7. 
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Chapter IV 
Data Analysis of Needs Questionnaire   
This chapter presents analyses of the survey data from the responses to the questionnaire. 
The first section briefly describes the treatment of missing values in the raw data in preparation for 
the further analyses that were conducted. The second section presents the validity and reliability 
analysis followed by descriptive statistics for the questionnaire. The next section presents bivariate 
analyses using independent t-tests and one way analysis of variance. The scores on dependent 
variables for the different groups (the independent variables) are compared. The last section 
concludes relationships between the variables of interest. 
Treatment of Missing Values 
The needs questionnaires were distributed to three groups of stakeholders – English and 
accounting lecturers and students (See Research Participants and Sampling). Table 4.1 provides the 
number of the questionnaires sent to and returned from each group of respondents. The total of 195 
returned questionnaires was examined to identify missing values. Of the total of 168 student 
questionnaires and 27 lecturer questionnaires, one lecturer and seven student questionnaires were 
removed from analysis because there was a considerable number of missing values in more than 
seven subsequent questions. This listwise deletion of respondents was considered acceptable as the 
missing values made up less than 5 per cent of the total respondents in each group (Çokluk & Kayri, 
2011).  
Table 4.1 The Number of Needs Questionnaires Sent and Returned for Each Group of Respondents 
Groups of stakeholder 
respondents 
Number of 
questionnaires sent 
Number of 
questionnaires 
returned 
Number of 
questionnaires 
analyzed 
Third-Year Students 175 168 161 
English Lecturers     5    5    5 
Accounting Lecturers   23  22   21 
Total 203 195 187 
Furthermore, a few of the research respondents did not answer all items in the questionnaire. 
An MCAR analysis was conducted and revealed that these missing items were at random. As these 
missing items contributed to scale scores, and as they occurred infrequently in each respondent 
group (less than 3 per cent of the student questionnaires; 5 per cent of the accounting lecturers and 
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zero per cent of the English lecturers), item means were substituted using the mean of the subgroup 
of which the respondent was a member. After running the analysis with and without the substituted 
scores, such mean substitutions of the missing values (less than 10 per cent in total) were found to 
have little impact on the actual value of the scale scores (Mean difference ≤ 0.01). Subsequent 
reports are of the analyses where substituted scores were used. These substitutions and all the 
statistical analyses of the questionnaires were carried out using SPSS 16.0. 
Analysis of Validity and Reliability 
As discussed in Chapter 3, the questionnaire items were grouped into two categories. The first 
category referred to language competency and the questions related to this category were designed 
based on the Common European Framework of Reference/CEFR (Council of Europe, 2002). The 
second category was related to language use and the questions were constructed by the author. Even 
though the first reflected a range of CEFR competencies of basic and independent user levels, the 
selection of the items was based on the researcher’s understanding of appropriate general and 
specific English competencies for EFL in the context of Indonesia. Furthermore, as the questions 
were worded to address the target group in the specified context, analysis of construct validity and 
reliability was deemed important in this study. Factor analysis with two approaches - exploratory 
factor analysis (EFA) and confirmatory factor analysis (CFA) - were employed to empirically 
examine the associations among the questionnaire items as well as address the issue of construct 
validity (Brown, 2006). Cronbach α coefficient analysis was used to establish the internal 
consistency of the constructs after the treatment of EFA and CFA. 
The questionnaire was intended to examine the respondents’ perspectives on the importance 
of the English language competencies and use (target language needs/TN) as well as their 
perspectives on the development of these competencies and language use through ESP instruction 
(presently developed needs/PDN). Only the target needs items were used in the analysis because the 
items which focused on PDN were derived from these items. Consequently, factor analysis was 
conducted only on the TN data and the emerging constructs /themes derived from this analysis were 
used as the basis for further statistical analysis of TN and PDN.  
In addition, while there was a good response from the two groups of lecturers, numbers were 
too small for quantitative analysis to yield useful results (see Table 4.1 for the number of 
respondents in each group). Therefore, it was decided that the analysis was conducted only for the 
student respondents (N = 161). 
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Exploratory Factor Analysis  
The concept of construct validity refers to the matches between items of an instrument and 
the underlying constructs intended to be measured. Factor analysis is a useful tool to examine the 
constructs in question to provide evidence of construct validity (e.g. Rennie, 1997; Schriesheim & 
Cogliser, 2009). In this study, exploratory factor analysis (EFA) was first employed to investigate 
the underlying structure of items related to competency and language use across four macro 
language skills – speaking, listening, reading, writing (See Table 4.2 for the number of items in 
each constituent).  The items in one macro language skill were grouped as a set of variables 
separated from those of the other skills (See Chapter 3, Questionnaire). Similarly questions of 
language competency and those of language use discussion in each macro language skill were 
designed as separate constituents (See also Appendix D1). Therefore, EFA was independently 
conducted for variables in each constituent of each macro language skill. EFA was used as a 
descriptive tool to identify “variables that share similar underlying dimensions” (Ho, 2006, p. 203) 
to reveal a smaller number of themes/factors on which further analysis was based (Meyers, Gamst, 
& Guarino, 2005; Sharma, 1996). The Kaiser-Meyer-Olkin (KMO) measure with varimax 
(orthogonal) rotation was employed to examine the extent to which the variables of a construct in 
each constituent - competency and language use discussion - of the four macro language skills 
belonged together.  KMO was used to yield simple and interpretable structure (Thompson, 2004).  
As can be seen in Table 4.2, an examination of the suitability of data for exploratory factor 
analysis indicated that, for each constituent, the Kaiser-Meyer-Oklin (KMO) value was .69 and 
above, exceeding the recommended value of .60 (Kaiser, 1974; Pallant, 2011).  Furthermore, 
Barlett’s Test of Sphericity also indicated statistical significance (p < .05) which supported each 
constituent’s factorability.  
To interpret the results of the KMO tests, the value of varimax rotated loadings, which 
shows how high the factor and the respective variable shared similar dimensions, were determined 
to identify meaningful and interpretative factors. Sharma (1996) noted that the loading should be 
greater than .60, but the cutoff value can be as low as .40 (See also Hair, Black, Babin, & Underson, 
2010). Stevens (2009), however, suggested that the cutoff value of factor loadings should take into 
account the size of sample and considered that 0.40 loading is reliable as long as sample size is 
greater than about 150. As the number of the total student respondents used in this study was 161, 
the cutoff value of .40 was used to determine which variables to retain.  
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Table 4.2 Sampling Adequacy for Factor Analysis using Kaiser-Meyer-Olkin Measure and Barlett’s 
Test of Sphericity 
Scale 
Number 
of Items KMO 
Barlett's Test of 
Sphericity 
     Value X² df p 
Speaking Competency   9 0.80 292.55 36 0.00 
  Language Use Discussion   7 0.83 215.58 21 0.00 
Listening Competency 12 0.77 799.64 66 0.00 
  Language Use Discussion   3 0.71 184.94 3 0.00 
Reading Competency 10 0.89 627.30 45 0.00 
  Language Use Discussion   6 0.79 293.29 15 0.00 
Writing Competency   8 0.85 479.17 28 0.00 
  Language Use Discussion   4 0.69 137.76 6 0.00 
 
As Table 4.3 indicates, the result of KMO test revealed the presence of two factors with 
eigenvalues above one for speaking competency, three factors for listening competency, and one 
factor for both reading and writing competencies. These factors in the four competency constituents 
were extracted from the items developed to reflect the underlying competencies. The factors 
accounted for 48% and 62% of the total variance for speaking and listening competencies in the 
data set. Furthermore, the one reading competency factor accounted for 48% of the total variance in 
the data. The factor loadings were strong with .60 as the lowest value. The one factor related to 
writing accounted for 50% of the total variance with the lowest factor loading being .64. The result 
of KMO test for language use discussions is discussed at the end of this section. 
Furthermore, in speaking competency constituent, the factor loading of the item speaking 
1.2 (Participating in group discussions on familiar topics, giving comment and expressing a point 
of view quite clearly) loaded onto both Factor 1 (.42) and Factor 2 (.44). Examination on the 
wording of this item indicated that it was conceptually similar to speaking 1.1 (Asking and 
answering questions and exchanging ideas and information on familiar topics in predictable 
everyday situations). Therefore, this item is included into Factor 1. Similarly, the item speaking1.6 
loaded onto Factor 1 (.45) and Factor 2 (.51). The wording of this item (Addressing audiences in a 
meeting) giving a clear, prepared presentation, with highlighting of significant points, and relevant 
supporting detail) was conceptually congruent with speaking1.7 ((Putting a case in a meeting) 
developing an argument, expanding and supporting a point of view at some length with subsidiary 
points and relevant examples) which could be categorized into general competencies for 
participating in a meeting (see e.g. Boyd, 1989; Rogerson-Revell, 2008). Thus, it   
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Table 4.3 Eigenvalues and Rotated Factor-Loading Matrix of Items for Four Competency Constituents 
 
Component Total
% of 
Variance
Cumulative 
% Factor 1 Factor 2 Component Total
% of 
Variance
Cumulative 
% Factor 1 Factor 2 Factor 3
speaking1.1 3.23 35.84 35.84 0.56 listening1.17 4.68 39.00 39.00 0.64
speaking1.2 1.14 12.61 48.45 0.42 0.44 listening1.18 1.60 13.30 52.30 0.69
speaking1.3 0.95 10.50 58.95 0.74 listening1.19 1.18 9.84 62.14 0.71
speaking1.4 0.89 9.92 68.87 0.80 listening1.20 0.85 7.10 69.24 0.68
speaking1.5 0.75 8.32 77.19 0.74 listening1.21 0.74 6.18 75.42 0.81
speaking1.6 0.60 6.63 83.83 0.45 0.51 listening1.22 0.67 5.57 80.99 0.75
speaking1.7 0.55 6.11 89.94 0.66 listening1.23 0.63 5.26 86.25 0.51
speaking1.8 0.51 5.62 95.56 0.68 listening1.24 0.52 4.29 90.55 0.53
speaking1.9 0.40 4.44 100.00 0.60 listening1.25 0.45 3.73 94.28 0.78
listening1.26 0.31 2.54 96.82 0.77
listening1.27 0.23 1.92 98.73 0.92
listening1.28 0.15 1.27 100.00 0.90
Component Total
% of 
Variance
Cumulative 
% Factor 1 Component Total
% of 
Variance
Cumulative 
% Factor 1
reading1.32 4.84 48.41 48.41 0.60 writing1.48 4.04 50.48 50.48 0.75
reading1.33 0.92 9.21 57.62 0.70 writing1.49 0.88 11.02 61.50 0.79
reading1.34 0.85 8.45 66.07 0.64 writing1.50 0.74 9.29 70.79 0.70
reading1.35 0.73 7.32 73.39 0.72 writing1.51 0.70 8.80 79.59 0.69
reading1.36 0.64 6.41 79.79 0.71 writing1.52 0.57 7.15 86.74 0.66
reading1.37 0.48 4.78 84.58 0.68 writing1.53 0.38 4.77 91.51 0.64
reading1.38 0.45 4.52 89.09 0.73 writing1.54 0.36 4.43 95.94 0.73
reading1.39 0.42 4.17 93.27 0.72 writing1.55 0.33 4.06 100.00 0.71
reading1.40 0.37 3.72 96.98 0.74
reading1.41 0.30 3.02 100.00 0.70
Initial Eigenvalues
Total Variance Explained
Initial Eigenvalues
Rotated Factor-Loading
Matrix
Speaking Competency Constituent Listening Competency Constituent 
Rotated Factor-LoadingTotal Variance Explained
Rotated Factor-Loading
Matrix
Writing Competency Constituent
Matrix
Rotated Factor-Loading
Reading Competency Constituent
Total Variance Explained
Initial Eigenvalues
Total Variance Explained
Initial EigenvaluesMatrix
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was retained on Factor 1. Further analysis on the wording revealed that items with the phrase 
“specific topics or/and in the accounting or business field” loaded onto Factor 2. Therefore, Factor 1 
was named General English (GE), meanwhile, Factor 2 was named Business English (BE) which 
referred to English in the accounting or business field. This decision might seem arbitrary as, for 
example, ‘delivering announcements with a degree of clarity and fluency’ (extracted from 
speaking1.9) might refer to GE speaking skill. However, in reference to genre studies, when these 
announcements are referring to a particular profession/field, e.g. announcements on topics in a 
business or accounting field, they specify where the speech communication event occurs and thus 
may involve language use with particular rhetorical choices shared by the community of the field 
(see e.g. Henry 2007; Morton, 2009). This phenomenon of grouping competencies into GE and BE 
was examined further in the data for the other three macro language skills and is discussed next.  
A similar analysis was also conducted using the items created to reflect competencies and 
language uses across listening, reading, and writing. As indicated previously, the result of EFA for 
listening competency yielded three factors. Congruent with speaking competency constituent, while 
Factor 1 comprised variables of General English, Factor 2 was composed of those of specific 
English uses with the phrase “in the accounting field (or business)”. Therefore, the former was 
grouped into GE and the latter was categorized into BE. Factor 3 which had insufficient items to 
create a viable scale (Brown, 2006; Melka, Lancaster, Bryant, Rodriguez, & Weston, 2011; Zwick 
& Velicer, 1986) was removed from consideration, leaving two factors for the listening competency 
aspect of the questionnaire. 
The constructs of speaking and listening competency, however, were different from reading 
and writing competency. The concern was the presence of inconsistent EFA constructs in the 
competency constituents. When the items of reading competency were examined in detail, four 
items with the phrase  “specific texts in business or accounting field” were grouped with the other 
items of General English. Although items in the four areas of competency were similarly worded, 
the EFA found them to be patterned differently across the four macro skills. A two-factor model 
was identified for speaking and listening and a one-factor model was for reading and writing 
competency. In fact, the questionnaire items were designed to allow competency discussion of 
General English and English for specific purposes or Business English. Therefore, two-factor 
models of language competency were desired in this study and confirmatory factor analysis (CFA) 
was employed to examine the goodness of fit of the exploratively obtained constructs of 
competency constituents. This is discussed in the next section. 
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Compared to the constructs of language use discussion (LU) across the four macro language 
skills, the varimax rotation resulted in one-factor with eigenvalue >1 for each constituent (See Table 
4.4). The four factors together accounted for 42%, 75%, 51%, and 55% of the total variance for 
speaking, listening, reading, and writing respectively. These one-factor models were excluded from 
CFA because they were consistent across the four skills. These models for the four language use 
constituents were used for further statistical analysis. The Cronbach α coefficient analyses of these 
models are discussed in section Reliability of the EFA and CFA - Derived Constructs. 
Table 4.4 Eigenvalues and Rotated Factor-Loading Matrix of Items for Four Language Use 
Constituents 
 
Confirmatory Factor Analysis  
AMOS 4 with the maximum likelihood (ML) technique was used for CFA to estimate the 
goodness of fit of the underlying constructs of the competency constituents in the four macro 
language skills, i.e. the cohesiveness of the questions as variables to measure the intended 
competency (see e.g. Sharma, 1996; Sun, 2005; Wofford, Daily & Juban, 1996).  CFA for the 
validation of the EFA constructs was conducted to get consistent categorization of competency 
across the four macro language skills and to examine whether the two-factor models of competency 
constructs showed better fit. As discussed previously, the results of EFA for the four competency 
constituents resulted in two different factor models despite the fact that items in the four areas of 
Total Variance Explained Total Variance Explained
Component Total
% of 
Varianc
Cumulative 
% Factor 1 Component Total
% of 
Varianc
Cumulative 
% Factor 1
speaking1.10 2.94 41.96 41.96 0.64 listening1.29 2.24 74.50 74.50 0.82
speaking1.11 0.91 12.92 54.89 0.60 listening1.30 0.47 15.60 90.10 0.89
speaking1.12 0.79 11.30 66.18 0.64 listening1.31 0.30 9.90 100.00 0.88
speaking1.13 0.68 9.71 75.89 0.71
speaking1.14 0.60 8.62 84.51 0.64
speaking1.15 0.56 7.99 92.50 0.67
speaking1.16 0.53 7.50 100.00 0.63
Total Variance Explained Total Variance Explained
Component Total
% of 
Varianc
Cumulative 
% Factor 1 Component Total
% of 
Varianc
Cumulative 
% Factor 1
reading1.42 3.05 50.85 50.85 0.67 writing1.56 2.21 55.15 55.15 0.73
reading1.43 0.95 15.82 66.67 0.78 writing1.57 0.84 21.10 76.25 0.76
reading1.44 0.72 12.07 78.74 0.78 writing1.58 0.51 12.77 89.02 0.77
reading1.45 0.51 8.50 87.24 0.73 writing1.59 0.44 10.98 100.00 0.71
reading1.46 0.43 7.11 94.35 0.60
reading1.47 0.34 5.65 100.00 0.70
Speaking Competency Constituent Listening Competency Constituent 
Initial Eigenvalues Initial Eigenvalues
Initial Eigenvalues Initial Eigenvalues
Reading Competency Constituent Writing Competency Constituent
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competency were similarly worded. The two-factor models of competency constructs were desired 
in this study and the wording in the two-factor models was used as the basis to examine the wording 
in the reading and writing competencies and to draw two-factor models for these competencies. The 
purpose was not to create a model of competency scale, but rather to obtain an empirically-derived 
construct that “closely approximated” the phenomenon under investigation (Kline, 2011, p. 200). 
The next discussion presents the results of the CFA. 
As ML technique was used and the number of the respondents was small (N < 250) (Kline, 
2005), two indices – standardized root-mean-square residuals (SRMR) and comparative fit index 
(CFI) - were used to examine the goodness of fit of the EFA constructs (Hu & Bentler, 1998). 
Besides the factor loadings, the ratio of the chi-square to the degrees of freedom (X2/df ratio) was 
also reported to show the chi-square based index (Kline, 2005; Lee & Scott, 2004; Marsh & Hau, 
1996; Schumacker & Lomax, 2004).  Hu and Bentler (1998) reported that SRMR cutoff values 
close to 0.08 and the CFI cutoff value close to .90 indicate acceptable fit (p. 449), while the SRMR 
values of ≤ 0.05 and the CFI values of ≥ .95 indicate good fit (Hu & Bentler, 1999; Schumacker & 
Lomax, 2004). As for X2/df ratio, Schumacker and Lomax (2004) suggested a range of ratio from 1 
to 5 as acceptable fit and Ullman (2001) acknowledged that the ratio of less than 2 showed a good 
fit. These criteria were used to examine the goodness of fit of the EFA competency constructs and 
an acceptable fit model was desired in this study as the main purpose was to get consistent 
categorization of the constructs. 
CFA results indicated that in each competency construct the factor loadings were above the 
cut off value .40 ranging from .45 to .77 except for one variable, SA1, in GE speaking competency 
construct with factor loading of .36. This loading, however, was above the critical value of .34 
which was worth retaining (Stevens, 2009) (See Appendix D2 for the CFA factor loadings in each 
exploratively obtained competency construct). Furthermore, as can be seen in Table 4.5, the values 
of SRMR of all the constructs were lower than the cut off value 0.08 with a range of X2/df ratios 
between 1 and 5 indicating acceptable fit. The values of CFI showed acceptable fit for three 
constructs out of four with the value of .90 and above (See also Melka, Lancaster, Bryant, 
Rodriguez, & Weston, 2011).  Only one model - two-factor model of speaking competency - 
showed a good fit with all the fit indices reaching the recommended values (SRMR = 0.052; X2/df  
= 1.49; CFI = 0.95). Examining that the CFI value of listening competency construct indicated a 
marginally acceptable fit (CFI = 0.87) (Yoo & Donthu, 2002) which is prevalent for the initial 
specified CFA models (Harrington, 2008), identifying the areas of poor fit using modification 
indices was deemed essential.  
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Table 4.5 Fit Measures of Exploratively Obtained Factor Structures  
Model SRMR X2/df  CFI 
Two-Factor Model of Speaking Competency (SC) 0.052 1.49 0.95 
Two-Factor Model of Listening Competency (LC) 0.065 3.20 0.87 
One-Factor Model of Reading Competency (RC) 0.057 2.51 0.91 
One-Factor Model of Writing Competency (WC) 0.060 3.29 0.90 
        
 
As discussed in Section Exploratory Factor Analysis, the variables in the EFA-derived 
factors were already determined based on the rationale of the wording. The listening competency 
(LC) model was, therefore, retained with further examination of the modification indices (MI). MI 
offers suggested remedies to discrepancies between the proposed and estimated model by looking 
into covariances (Sharma, 1996, Stevens, 2009). Following the recommendation that only one 
modification is made to a model at a time (Stevens, 2009), the MI of the LC two-factor model 
suggested that the measurement errors for item LA25 and LA26 could covary to significantly 
improve the fit of the model. The respecification with correlated measurement errors (See Figure 
4.1) resulted in a better acceptable fit of the model (SRMR = 0.055; X2/df  = 2.22; CFI = 0.93).  
Figure 4.1 Specification of the CFA Model for Listening Competency  
 The Proposed Model                                         The Estimated Model 
before Respecification                                       after Respecification 
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In addition, as two-factor models of competency constructs and consistent categorizations 
across the four skills were essential for this study, a model revision and an examination on the 
wording of variables in the reading and writing competency constituents were deemed necessary. 
This type of respecification might be a new case as the EFA-derived constructs occurred in the four 
different language skills, across which consistent categorizations were needed so that interpretation 
of the constructs could be meaningful. Analysis of the wording was nevertheless conducted taking 
into account the results of the empirical data as well as the intentions in the design of the 
instrument.  Deriving from the exploratively obtained constructs of Business English speaking and 
listening competency, variables with similar wording in reading and writing competency, i.e. those 
with the phrases “specific texts in business or accounting field” were grouped into BE competency. 
Furthermore, in reading competency one item with the phrase “simple texts and subjects related to 
one’s field of study or job” (RA37) was also grouped in this category as it was designed to contrast 
with another variable “simple texts of general topics” (RA32). The purpose was to examine whether 
the two-factor model showed better fit compared to the one-factor model.  
The two-factor model of reading competency resulted in statistically significant factor 
loadings ranging from .55 to .69 for General English and from .63 to .73 for Business English (See 
Appendix D3 for the specification of the CFA Model for Reading and Writing Competency). 
Similarly, the factor loadings of the writing two-factor model were also strong ranging from .56 to 
.78 for General English and from .60 to .73 for Business English. Furthermore, as can be seen in 
Table 4.6, the two-factor models indicated slightly better fit indices with acceptable fit values 
(Reading Competency: X2/df  = 2.46; CFI = 0.92; SRMR = 0.055; Writing Competency: X2/df  = 
3.27; CFI = 0.91; SRMR = 0.060).  
Table 4.6 Fit Measures of the Respecification of Factor Models of Reading and Writing 
Competency with Chi-Squares and Degrees of Freedom Values 
 
To examine whether or not the one-factor and two-factor model were similar, Arbuckle 
(2010) suggested calculating the different values of chi-squares and degrees of freedom between the 
two models. Such calculation was derived from the same data set. The results revealed that Model 
Model χ2 DF χ2/df CFI SRMR
One-Factor Model of Reading Competency (Model R1) 87.99 35 2.51 0.91 0.057
Two-Factor Model of Reading Competency (Model R2) 83.46 34 2.46 0.92 0.055
One-Factor Model of Writing Competency (Model W1) 65.78 20 3.29 0.90 0.060
Two-Factor Model of Writing Competency (Model W2) 62.15 19 3.27 0.91 0.060
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R1 and R2 in reading competency were significantly different models as the difference of chi-
square values was greater than the chi-square critical value (2 M1-M2 = 4.53, df = 1, Χα2 = 3.84). 
Meanwhile, Model W1 and W2 in writing competency were not significantly different as the 
difference of chi-square values was lower than the chi-square critical value (2 M1-M2 = 3.63, df = 
1, Χα2 = 3.84). However, in this case, when measurements errors of Business English variables in 
the two writing competency models were examined and a modification was conducted by the use of 
MI that could covary to significantly improve the fit of each model (See Appendix D3), the results 
indicated that while the goodness fits of the two models improved (Model W1: X2/df  = 3.05; CFI = 
0.92; SRMR = 0.056; Model W2: X2/df  = 2.81; CFI = 0.93; SRMR = 0.054), the difference of chi-
square values was significant, greater than the chi-square critical value (X2 = 57.91; df = 19 for 
Model 1; X2 = 50.54; df = 18 for Model 2; 2 M1-M2 = 7.37, df = 1, Χα2 = 3.84). This meant that 
Model W1 and W2 of writing competency were significantly different. Furthermore, either Model 
R2 or W2 had a smaller χ2 value which indicated a better fitting model. In line with the purpose of 
conducting CFA validation, the two-factor models for the four competency constituents were used 
for further statistical analysis.  
Reliability of the EFA and CFA - Derived Constructs  
The internal consistency of the three constituents – General English (GE), Business English 
(BE), and Language Use discussion (LU) – of each of the four macro language skill needs was 
calculated using the Cronbach α coefficient analysis. As Table 4.7 indicates, the reliability of most 
constituent categories were high with the minimum level being α = 0.70. The internal consistency of 
BE speaking competency, however, was marginally adequate (α = 0.61) (See Dekovic, Janssens, & 
Gerris, 1991) which might be due to the case of unidimensionality indicating the existence of one 
latent trait underlying the data (Hattie, 1985). As BE speaking competency construct had the lowest 
variance value (M = 10.66, var(X) = 1.84, SD = 1.36, N = 3), the Cronbach α coefficient analysis is 
not able to recognize a unidimensionality case (Cortina, 1993; Tavakol & Dennick, 2011). As 
indices based on the goodness of fit of data can be effective indices of unidimensionality (Hattie, 
1985, p. 157), and the construct of GE and BE speaking competency showed that the model fitted 
well with the above cutoff criteria of the recommended value of parsimony fit (X2/df = 1.49; CFI = 
.95; SRMR = .052) (Albright & Park, 2009, Hu & Bentler, 1998, 1999), the BE speaking 
competency construct was, therefore, retained. Furthermore, the CFA factor loadings for the 
construct were above .5 suggesting that the variables were strongly related to their associated 
construct (Hair, Black, Babin, & Underson, 2010).  
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Table 4.7 The Cronbrach's Alpha Reliability of the EFA and CFA - Derived Constructs  
 
Descriptive Statistics and Bivariate Analysis (Paired T-tests) 
Descriptive statistics constitute the first phase of quantitative data analysis on which further 
analysis is based (Pallant, 2011; Botti & Endacott, 2008). The obtained EFA constructs were further 
used as a basis for descriptive statistics. As discussed in the previous section of Analysis of Validity 
and Reliability, descriptive statistics were also conducted only for the student respondents as the 
size of this group (N = 161) was sufficient for quantitative analysis. The independent variables were 
the four English language macro skills namely, speaking, listening, reading, and writing, whereas 
the dependent variables were the perceived importance of the needs (target language needs/TN) and 
the perceived development of the needs (presently developed needs/PDN) and the TN and PDN 
variables were the EFA and CFA obtained constructs/themes, namely General English competency, 
Business English competency, Language Use discussions.  
As indicated in Table 4.8, the group mean of the target needs in the three variables - General 
English (GE) competency, Business English (BE) competency, and Language Use discussions  
(LU) – across the four macro language skills falls between somewhat important (M= 3) and very 
important (M = 4). By contrast, the group mean of the presently developed needs falls between 
rarely developed (M = 2) and sometimes developed (M = 3). Because of these mean differences 
between the two dependent variables, the target needs (TN) and the presently developed needs 
(PDN), they were examined using paired t-tests to see whether the mean differences were 
significant. The analyses were carried out for the four independent macro skills of speaking, 
listening, reading, and writing across the three variables of GE, BE, and LU. Overall, the results 
Competency and Macro Skills Questionnaire Items α
Language Use Constituents
 Speaking Speaking1.1, 1.2, 1.3, 1.6, 1.7, and 1.8. 0.71
General English Competency  Listening Listening1.17, 1.18, 1.19, 1.24, 1.25, 1.26. 0.83
 Reading Reading1.32, 1.33, 1.34, 1.35, 1.36. 0.78
 Writing Writing1.48, 1.49, 1.50, 1.51, 1.53. 0.80
 Speaking Speaking1.4, 1.5, 1.9. 0.61
Business English Competency  Listening Listening1.20, 1.21, 1.22, 1.23. 0.72
 Reading Reading1.37, 1.38, 1.39, 1.40, 1.41. 0.81
 Writing Writing1.52, 1.54, 1.55. 0.70
 Speaking Speaking1.10, 1.11, 1.12, 1.13, 1.14, 1.15, 1.16. 0.76
Language Use Discussions  Listening Listening1.29, 1.30, 1.31. 0.83
 Reading Reading1.42, 1.43, 1.44, 1.45, 1.46, 1.47. 0.80
 Writing Writing1.56, 1.57, 1.58, 1.59. 0.72
86 
 
yielded statistically significant differences between TN and PDN rankings (group means) for the 
four language skills (p < .01). This means that what was perceived as important by the student 
respondents was deemed to have been less developed through instruction. 
Table 4.8 T-test on Target Needs (TN) and Presently Developed Needs (PDN) of English 
Competencies and Language Use as Perceived by Students 
 
Note: TN (Target Needs) Scale: 
4 = Very important 
3 = Somewhat important  
2 = Somewhat unimportant   
1 = Unimportant 
PDN (Presently Developed Needs) Scale: 
4 = Often developed 
3 = Sometimes developed  
2 = Rarely developed  
1 = Not developed 
 
As indicated by the group means in the previous table, the rankings of the four skills for GE 
competencies indicated that GE speaking competency was rated the most important followed by GE 
listening competency. The lowest rated competency was for writing. When compared to PDN 
competencies, GE speaking competency was rated the most developed followed by reading 
competency. However, the largest gap between TN and PDN was for listening GE competency. The 
second largest gap was found in speaking GE competency although it was rated the most important 
and the most developed.   
For BE competency, listening was rated as being of the highest importance, as well as the 
most developed, followed by speaking competency. Similar to General English, BE competencies 
for the other two skills – reading and writing - respectively were ranked less important. They were 
Competency and Macro Skills Mean SD Mean SD Mean SD df p-value
Language Use TN PDN (TN-PDN)
Constituents Lower Upper
 Speaking 3.63 0.38 2.77 0.54 0.86 0.58 0.77 0.95 160 0.00
GE Competency  Listening 3.58 0.45 2.53 0.60 1.05 0.71 0.94 1.16 160 0.00
 Reading 3.40 0.48 2.73 0.60 0.67 0.64 0.57 0.77 160 0.00
 Writing 3.35 0.54 2.63 0.57 0.72 0.63 0.05 0.62 160 0.00
 Speaking 3.55 0.45 2.59 0.63 0.97 0.66 0.87 1.07 160 0.00
BE Competency  Listening 3.59 0.45 2.68 0.62 0.91 0.70 0.80 1.02 160 0.00
 Reading 3.51 0.50 2.56 0.63 0.95 0.77 0.83 1.07 160 0.00
 Writing 3.24 0.62 2.35 0.67 0.89 0.84 0.07 0.75 160 0.00
 Speaking 3.42 0.46 2.66 0.57 0.76 0.63 0.66 0.86 160 0.00
Language Use  Listening 3.55 0.56 2.30 0.81 1.25 0.94 1.11 1.40 160 0.00
Discussions  Reading 3.58 0.44 2.76 0.62 0.82 0.69 0.05 0.72 160 0.00
 Writing 3.44 0.49 2.57 0.63 0.87 0.68 0.76 0.98 160 0.00
95% Confidence Interval
of the Difference
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also perceived as the least developed respectively. However, the largest gap between TN and PDN 
was found in speaking and reading BE. 
Different from GE and BE competency, language use discussions in reading were perceived 
to be the most important as well as the most developed. LU discussions in speaking, on the other 
hand, were rated the least important, but viewed as the second most developed. Furthermore, LU 
discussions in listening were deemed the second highest important, but their current development 
was rated the lowest leaving the largest gap between TN and PDN. 
In summary, the descriptive statistics of this study were carried out based on the means and 
the standard deviation of the raw data. They provide an initial analysis of the rankings of the 
perceived importance and perceived development of the three English language sub-skills in the 
four macro language skills of speaking, listening, reading, and writing. It was found that while the 
majority of the English language sub-skills were rated as somewhat important to very important, 
their developments were perceived as rarely developed to sometimes developed. The largest gaps 
were found between the perceived importance and the perceived development of the sub-skills 
particularly for GE listening competency and listening LU as well as BE speaking and writing 
competency. To see whether these gaps were significant, bivariate analysis was carried out and the 
results are discussed in the next section.  
 
Bivariate Analysis (One-way ANOVA) 
As the perceived importance and the perceived development of each skill differed to some 
extent, a repeated measure analysis was conducted to examine the different ratings in the four skills 
using a one way ANOVA. As can be seen on Table 4.9, the results of one way ANOVA revealed 
that the GE and BE competencies and the language use discussions in the four language skills for 
the target and presently developed needs showed significant differences (p > 0.05). Hence, Tukey 
post-hoc comparisons were summarized at Table 4.10.  
As the mean values in Table 4.10 indicate, the results of Tukey post-hoc comparisons 
showed that speaking and listening GE competency were rated significantly more important than 
the other two skills. Speaking and reading, however, were ranked significantly more developed than 
listening, but were not significantly different from the development of writing. In BE competency, 
speaking and listening as well as reading were perceived as significantly more important and more 
developed than writing. In addition, language use discussions in reading were rated as significantly 
more important than those in speaking, but were not statistically significant compared to those in 
listening and writing. Language use discussions in listening, however, were rated as significantly 
less developed than those of the other three skills.  
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Table 4.9 One-Way ANOVA on Student Stakeholders’ Mean Differences on Four Language Skills 
– Speaking, Listening, Reading, and Writing – for GE and BE Competency and 
Language Use Discussion 
    
Sum of 
Squares 
df Mean 
Square 
F Sig. 
TN.GE.C Between Groups 9.347 3 3.116 14.285 0.000 
  Within Groups 139.590 640 0.218   
  Total 148.938 643     
TN.BE.C Between Groups 12.570 3 4.190 16.098 0.000 
  Within Groups 166.568 640 0.260   
  Total 179.138 643       
TN.LU Between Groups 3.031 3 1.010 4.250 0.005 
  Within Groups 152.141 640 0.238   
  Total 155.172 643     
PDN.GE.C Between Groups 5.639 3 1.880 5.641 0.001 
  Within Groups 213.236 640 0.333   
  Total 218.875 643       
PDN.BE.C Between Groups 9.175 3 3.058 7.502 0.000 
  Within Groups 260.888 640 0.408   
  Total 270.063 643     
PDN.LU Between Groups 18.785 3 6.262 14.065 0.000 
  Within Groups 284.925 640 0.445   
  Total 303.711 643       
Table 4.10 Tukey Homogeneous Subsets of Post-Hoc Comparisons on Macro Language Skills for 
Student Population (N = 161) 
Variables Speaking (S) Listening (L) Reading (R) Writing (W) 
TN GE C 3.63a 3.58a 3.40b 3.35b 
PDN   2.77a 2.53b 2.73a 2.63ab 
TN BE C 3.55a 3.59a 3.51a 3.24b 
PDN   2.59a 2.68a 3.56a 2.35b 
TN LU 3.42b 3.55ab 3.58a 3.44ab 
PDN   2.66a 2.30b 2.76a 2.57a 
Note:   - TN = Target language needs; PDN = Presently developed language needs 
- Numbers that do not share subscripts differ at P < 0.05 in the Tukey post-hoc 
comparisons. 
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In summary, the bivariate analysis revealed that there were significant differences between 
the perceived importance and the perceived development of the English language sub-skills in 
speaking, listening, reading, and writing. A further analysis using one way ANOVA also yielded 
significant differences in the rankings of the importance and development of the four macro skills.  
Conclusion 
This chapter has presented the analyses of quantitative data. Initial analysis using factor 
analysis was conducted to determine the latent constructs used as a basis for descriptive statistics. 
Descriptive statistics were then presented to provide a detailed description of the respondents’ 
perceived needs (see e.g. Bosuwon & Woodrow, 2009; Crosling & Ward, 2002; Wharton, 2002).  
As large gaps were found between the perceived importance and the perceived development of the 
needs, and furthermore the rankings of the perceived needs differed to some extent, bivariate 
analyses were employed to examine the gaps and the stakeholders’ perspectives in providing 
priority to the four English language skills which helped to explore relationships between the 
variables of interest. The findings of the quantitative data analysis are discussed together with the 
findings of the qualitative data analysis in Chapter 8. 
 
 
 
 
 
  
90 
 
Chapter V 
Multiple Stakeholder Perspectives on Analyses  
of English Language Needs  
This chapter discusses the analyses of the qualitative data which were collected from the 
focus group interviews with the students and the individual interviews with the English and 
accounting lecturers and the administrators. The data are organized based on major themes 
associated with the ways each group of stakeholders analysed the students’ English language needs.  
The chapter is divided into three major sections. The first section discusses the students’ 
perspectives and analyses of their needs related to target situation and present situation, and the 
second section presents those of the lecturers and administrators. Target situation refers to the 
perceived target discourse communities and present situation is defined more broadly referring to 
factors that the stakeholders perceived would strongly affect the students’ achievement of the needs 
of the target situation (Nation & Macalister, 2009). Issues related to their needs analysis practices 
are discussed at the end of each section. The final section of this chapter discusses the interplay 
between the stakeholders’ needs analysis practices in order to understand what target needs they 
identified, and how their analyses of other needs contributed to achieving their target needs.  
The stakeholders comprised four English and five Accounting lecturers who taught in 
Accounting Programs in different semesters ranging from the first to the sixth semester. The 
English lecturers (Budi (B), Farhan (F), Heny (H), and Sabar (S))2 taught courses ranging from 
general English in the first three semesters to ESP in the last two semesters. Likewise, the 
Accounting lecturers (Afgan (Af), Imron (Im), Joni (Jo), Oon (Oo) and Yani (Ya)) taught a range of 
Accounting subjects starting from basic accounting in the early semesters to auditing in the fourth 
and fifth semesters. The administrators were the accounting administrator (AA), the English 
administrator (EA), and the Department administrator (DA). The 18 students who had studied the 
English and Accounting academic course at the Department for five semesters were called S1, S2, 
S3, etc. Their levels of English proficiency varied from low to high (See Chapter 3, section 
Research Participants and Sampling).   
 
 
                                                        
2 All the names of the stakeholders are pseudonyms. As a particular administrative position is sensitive and easily 
recognized, pseudonyms are also used for the administrators’ positions. 
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Students’ Perspectives 
This section first discusses the students’ perspectives of their target situation needs and their 
ways of analyzing them followed by their analyses of their language proficiency and their learning 
needs. Analysis of their perspectives is structured around two major themes - target situation 
analysis and present situation analysis. Issues and their implications for pedagogy and needs 
analysis research are discussed at the end of the section.  
Target Situation Analysis (TSA)  
The students’ target situation analysis (TSA) presented in this section is based on two major 
themes which were prominent in the students’ discussion of their target English needs. The first 
theme refers to the students’ identification of communicative needs in relation to their motivations 
for communicating in English. The second theme refers to their analysis of speaking and listening 
skills as communication keys. The term ‘communication key’ was derived from Hymes’s (1967) 
explanation for components of speech event. Communication keys in this context referred to the 
pattern of communication and the ‘norm of interaction’ (Hymes’s, 1967, p. 24) as perceived by the 
students. They were related to the students’ perceptions of how they thought they should 
communicate in social discourse. Social discourse in this context referred to the common course of 
communication in social interactions (Cresswell, 2012). 
Communicative needs for occupational purposes, social interactions, and travelling 
abroad. 
Most of the students (83%) related their English needs to getting a job in the future, which 
was in line with Bradford’s (2007) finding that the highest motivation of the students for learning 
English in the EFL Indonesian context was to get a job. They analyzed their target occupational 
needs by accessing a range of available sources for information about what their English needs 
might be in the workplace. Three students (S6, S7, S8) reported that they read job vacancy ads on 
the internet or on the bulletin board in the institution of SPJ3. Two of them also pointed out that 
their English lecturers sometimes told them about the necessity of English in the workplace. From 
these sources, they identified that speaking skills were primary for workplace communication as 
indicated by student S5 and S7: 
S5 : [269] I think speaking (skills) for work, job interview requires speaking (skills). 
S7 : [272] Well, speaking skills, in some companies, being able to use English actively is usually 
required.  
                                                        
3 SPJ refers to the State Polytechnic in East Java province where the study was conducted. 
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Student S7 associated the necessity of speaking skills with the typical language competency 
requirement in job advertisements, i.e. being conversant in spoken English, whereas student S6 
related it to the communicative event of a job interview. Two other students (S12, S13) also noted 
that English interviews were a common phenomenon in job recruitment in Indonesia and speaking 
skills were necessary to prepare and to be successful in interviews.  
Student S8 also reported workplace communicative needs in reference to her friends’ talks 
about their work practice in a multinational company. She pointed out that English functioned as a 
means of communication with foreign superintendents in multinational companies:  
S8  : [307] The experiences of our friends. They got their working practices at Chevron and the 
mining (company) Newmont, they said (English was used) in their financial reports and for 
communication with superintendents. 
She also identified another use of English, i.e. English for financial reports which was confirmed by 
four other students (S15, S16, S17, S18). Two of them (S15, S18) found it during their work 
practice in a local and a foreign company, while two others identified it in information from the 
internet. These students also believed in the necessity of speaking skills in the workplace. However, 
as they related financial reports to their discipline-specific needs, the discussion of these needs is 
presented in the next chapter (Chapter VI) which focuses on accounting needs.  
Apart from occupational purposes, five students (S9, S10, S14, S16, S17) reported two other 
purposes of learning English, i.e. being able to communicate with foreigners in their surroundings 
or wanting to go overseas:   
S9 : [554] I want to have more communication practices with native speakers. For me, I have a 
brother whose foreign friends sometimes visit our town, you know (in my town) there are 
temples. I thought talking to them was difficult, but when I got involved in a conversation with 
them, soon I found it easy, need more practices.  
S10 : [460] My ambition is unique, I want to see snow and thus have to travel abroad. For this 
purpose, I need to master English. 
Even though there are limited uses of English for social interactions in the environmental 
surroundings of Indonesia (Lee, 2007), student S9 identified their target needs as having social 
conversations with foreigners from the communication opportunity he had with his brother’s 
friends. Two of his peers (S14 and S17) had also experienced similar opportunities, but all of them 
referred to their visits in local tourism areas such as Bali and Borobudur temple in Yogyakarta. This 
meant that they had opportunities to converse with foreigners only in limited areas such as tourist 
resorts. The issue of limited uses of English in the Indonesian context was evident as Lee (2007) 
reported that those who lived close to tourist resorts such as Bali and Yogyakarta might find the 
immediate use of English, but those in other areas might not see the urgency of using spoken 
English. Other uses of English might be found in billboard advertisements, music, and movies 
(Bradford, 2007; Lamb, 2004, 2007).  In this study, the majority of the students also reported that 
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they listened to western music and watched movies. However, as their main purpose of learning 
English was to get a job after their graduation, they thought that listening to music and watching 
movies were not sufficient for preparing their communicative occupational needs as indicated by 
S3:   
S3  : [270] I have frequently watched films and (listened to) songs, that’s not enough, because (how 
do we learn) how to present something, how to talk, how to speak, how to negotiate, if we use 
films and songs for (learning) those kinds of things, that’s not proper.  
In summary, the students identified their target English communicative needs from some 
sources that were accessible to them in their environment. They mostly related their communicative 
needs to occupational needs and associated them to communicative events such as job interviews 
and communication with supervisors in the workplace. Some of them also pointed out their interests 
in communicating with foreigners for social interactions in specific circumstances. These needs 
were broadly determined as they only referred to speaking skills. Their justification for these skills 
is discussed next. 
Speaking and listening skills as the primary means of communication in social 
discourse. 
The students identified the necessity of speaking skills for communication in the target 
situation. The necessity of these skills might be partly derived from their knowledge about 
communication keys, i. e. how they should communicate in social discourse. They described 
speaking as the most frequent and effective form of communication as indicated by the following 
comments:  
S1  : [313] speaking is the most frequent (form of) communication … [316] Whatever (we 
communicate) the most effective is through speaking, so I think speaking (is the most 
important). 
S3  : [320] No difference, simply because speaking is the most frequent (pause), a communication 
skill that is most frequently used by people. 
Other students expressed differently the primacy of speaking, but still focused on its function of 
communicating with people as represented by student S16: 
S16 : [379] For me, speaking (is crucial) because we have to get along with people, they talk, we 
listen, and then reply, that’s the most important …. 
As he mentioned ‘talk’, ‘listen’, and ‘reply’, he perceived that to get along with people, he needed 
to maintain two-way friendly communication. In relation to this, his peers (S11, S18) ranked 
listening first and then speaking as the skills they needed, talking about the ability to receive 
messages (listening) and to respond to them appropriately (speaking): 
S11 : [320] Listening (first), we cannot respond if we do not understand what we listen. 
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S18 : [370] I think what I want first is listening (skills), it’s important (to understand) what to 
respond, then second speaking (skills). 
Furthermore, student S5 also emphasized that the purpose of speaking was to have a conversation 
that involved listening skills. These suggested that these students examined their communicative 
needs based on the typical communication pattern in social discourse. Their approach was 
pragmatic as they drew their English needs from the forms of communication they used everyday 
and then associated them with the types of communication they might face in the workplace. 
Speaking and listening are dominant interaction norms in the mother-tongue communication, and 
similar to Long’s (2005) findings, these learners have limited information about target workplace 
tasks and limited knowledge of the language involved in performing the workplace tasks. Two 
students (S14 and S17) reported that they refrained from having conversations with foreign tourists 
as they were unable to understand their talk notwithstanding their strong desire to communicate 
with them. Their needs analysis showed that they recognized their social everyday communication 
needs and this, to some degree, helped them recognize their communication learning needs.  
The students’ association of workplace discourses with the social discourses of their social 
communities was partly evident when they talked about communication with different parties in the 
workplace. Four students (S1, S2, S3, S4) viewed English conversations with staff of equal or 
higher status in the workplace as important, student S3’s comments are typical: 
S3  : [339] At the most, accounting work will only deal with recording accounts, that’s writing, but 
it’s not that kind of writing skill, we just need to understand the English (term) of this and that, 
that’s all. We, however, have to pass the interview, communicate with the boss, communicate 
with colleagues, meaning that those kinds of communication do not need writing, but we need 
speaking. 
As part of the accounting tasks he assumed he would be involved in, student S3 emphasized that 
speaking was necessary to communicate with staff of similar or higher status in the organization. 
However, as he and his friends (S1, S2, and S4) had little idea about workplace discourse, their 
reference to hierarchical communication could possibly be related to a common phenomenon of 
communication within workers of various workplace hierarchical positions that occurred in the 
Indonesian context. This issue is discussed further in the section Lecturers’ and Administrators’ 
Perspectives as their identification was similar to that of the other stakeholders, 
Besides identifying their communicative needs, the students also ranked the language skills 
necessary for the target communication needs. As previously discussed, they wanted to be able to 
maintain two-way communication and thus speaking and listening skills were deemed important 
even though they still positioned speaking as the primary skill. However, two students (S2, S4) 
acknowledged they needed to master listening, reading, and writing skills because they did not 
know what skills would be required in the workplace so to be safe they needed to learn all the skills. 
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Two other students (S7, S8) viewed writing for financial reporting as an equally important skill to 
listening and speaking skills for everyday communication. Nevertheless, their information about 
these language skills was limited, mainly related to speaking and listening skills for social 
conversations in the workplace.  
In summary, the students were aware of their occupational needs (target situation needs). 
They held the general view that speaking skills for social interactions were the most dominant skills 
needed in the workplace context and also for social situations. These skills involved speaking and 
listening abilities to maintain two-way communication. While there were limited uses of English for 
social interactions in their environmental surroundings, their pragmatic approach to target 
communication analysis could only provide them with an idea of social communications of the 
target society based on what they assumed to be the case from their mother tongue discourse 
community. However, their belief in the necessity of conversational skills (speaking and listening 
skills) for social interactions affected their identification of their language and communication 
deficiency and their determination of learning needs. This is discussed next. 
Present Situation Analysis (PSA) 
The discussion of PSA in this section refers to the students’ analyses of their language and 
communication deficiency and their preferences for improving their oral communicative 
competencies. However, since their perceptions of their deficiencies and their learning needs were 
closely linked, they are discussed together based on the emerging themes related to their learning 
needs. Two themes relate to pedagogy, i.e. grammar feedback on speaking performance, and 
enhancement of reciprocal communication, while one refers to course or curriculum design, i.e. 
appropriate sequential levels of competences in the design of the courses. 
Grammar feedback on speaking performance. 
The majority of the students believed that their major language deficiency was their 
grammar knowledge. Half of the total number of the students (Ss 1-3, 8, 13-17) reported that they 
realized they had grammatical weakness in the fifth semester when they received intensive grammar 
feedback after their speaking performance as indicated by these two students:  
S2 : [123] “What have we been doing before? We understand grammar only presently” 
S6 : [635] I love this semester, first the students are divided into groups, then they present and 
everybody is required to speak, finally wrong expressions are (grammatically) corrected by CEL. 
Grammar knowledge was deemed crucial to support the students’ speaking activities. Most of them 
expected that the grammar they learned in the Department would strengthen their language 
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foundation for their productive skill (speaking). In general, they wanted to learn to bridge the gap 
between their grammar knowledge (receptive skill) that they had learned in their secondary schools 
and their speaking skill (productive skill) that they needed to develop as part of their studies in the 
Department. This was evident particularly when student S8 explained the difficulty of practicing 
speaking at Polytechnic: 
S8  : [130] … at SMP, yes (we got) tenses. At SMA, tenses were reviewed with grammar, but 
theories and practices (were given) simultaneously, so that (they were) more easily understood. 
However, here (we directly) practice (speaking), perhaps the lecturers think we already got 
(enough foundation) (laughing). 
I     : [137] Could you explain what practices (you had)?  
S8  : [138] … we were given a theory on tenses, then we were required to make (write) a story using 
the tenses, meaning that we understood the tenses first, then we applied (them), but here whether 
or not we are able (to do it), we are forced to dive (practice speaking English), confused and 
desperate.  
The student felt confused and desperate when she was forced to practice speaking English because 
she thought she had not been given enough grammatical foundation for producing the language. Her 
story was representative of the feeling of the majority of the students as they mainly learned 
grammar at their SMP (junior high school) and SMA (senior high school) where almost no speaking 
practice was provided: 
S7 : [89] … for SMP we were introduced to tenses, and SMA we got grammar ..[93] I learned 
English only for examination, speaking was rarely provided. [104] Starting from the third year, 
English was emphasized for preparing UAN (the national examination). 
This student’s report of the focus on test preparation is similar to Lee’s (2007) acknowledgement 
that despite the introduction of the 2004 new national competency-based-curriculum in secondary 
schools, which gave teachers autonomy to develop competencies based on the minimal required 
standards, teachers predominantly were still concerned with preparing their students to pass the 
national written examination. This pressure made teachers focus on drilling the students for the 
exam in the last few months of their English courses. These issues related to national examination 
suggested that secondary schools emphasized the teaching of grammar and students had limited 
experience in using English for communication until the last year of their study in the schools.   
The learning situation at SMP and SMA was opposite to that the students experienced in the 
Department. Possibly because of prolonged exposures to grammar teaching in their secondary 
schools and the limited uses of English for social interactions in their environmental surroundings 
and limited exposures to English beyond listening to music and watching western films, the 
students found it hard to understand what they needed to do to improve their speaking competence. 
Therefore, when they became involved in conversation practice in their English course and 
experienced difficulties with their English, they assumed that their English foundation at SMP and 
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SMA was limited and so there was a need to continuously learn grammar at the Polytechnic to 
support their speaking ability:  
S2  : [161] In the first year, we were only introduced to the patterns of simple past, like that, but we 
did not know the function of it, we were only told that the past tense was like this and the future 
was like that. But it was not explained when we used the past (tense). 
S12: [745] Perhaps tests, the tests (sentences) are in Indonesian, we have to translate them into 
English with correct structure, I think that’s important, the pronunciation is correct, and the 
structure is also correct so that the presentation can be better, (it should be) continuous like 
that…. 
Student S2 indicated that their knowledge of grammatical functions needed to be improved. The 
suggestion made by student S12 refers to the model of the grammar instruction used in the third 
level English class. This grammar instruction was also described by the related lecturer in his 
interview. In general, he asked students to translate Indonesian statements he made, and then later 
assigned them to report orally individually; finally he corrected language such as tenses at the end 
of their reports. However, some students said they were disappointed that only a few lecturers, 
particularly in the early years of the program, provided feedback on their speaking performance. 
Therefore, they wanted more grammar feedback in their speaking activities which is discussed next. 
Having realized their grammatical knowledge was deficient, many students (S1-S3, S6, and 
S12-S17) deemed grammar feedback to be inadequate and wanted to have more feedback on their 
speaking activities. Some of them reported that in the early semesters feedback was rarely provided: 
S13 : [764] It seemed he did not care, we were left off whether or not we were able to (speak). (He 
might think) “I have taught them,”. 
Student S13 thought that the lecturer was not concerned about their language problems and 
provided no feedback at all. Furthermore, student 16 also found that in the second level, after their 
business presentations, feedback was not given despite the lecturer’s comments that their 
expressions were grammatically wrong: 
S16 : [296] Well, when we are speaking, the lecturer will recognize that some expressions are 
inappropriate, but she only said, “That’s good, but some expressions are grammatically 
wrong”. That’s general, (we do not know) what’s wrong. 
Student S16 was disappointed because the lecturer’s general comments on the students’ speaking 
performance did not help them recognize inappropriate expressions. The aspects of grammatical 
feedback they wanted to focus on were corrections on ‘tenses’, ‘grammatical functions’, ‘(sentence) 
structures’, that were linked to speaking activities. Therefore, the translation model, to which 
student S12 referred, may have appealed to that student because after composing some statements, 
she had a chance to use the statements orally, and later got direct feedback on the patterns, the 
functions, and the pronunciation of her statements. This helped her to understand the grammatical 
mistakes in her language production. This translation model with grammar feedback was similar to 
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the focused grammatical correction procedure reported by Seen and Moldawa (2009) which made 
the students aware of their grammatical mistakes. In this study, many students found that the 
focused correction could help them understand how grammar knowledge supported their language 
production.  
Likewise, a number of students expressed their appreciation for the consistent grammar 
feedback provided by their English lecturers in the third level as indicated in this excerpt:  
S6 : [635] I love this semester, first the students are divided into groups, then they present and 
everybody is required to speak, finally wrong expressions are corrected by CEL. 
I    : [638] Why you love it?  
S6 : [639] We can be continually active, consistent corrections on grammar…. 
S5 : [643] The same, …. we were first given a theory, then we were divided into groups for a 
presentation, finally in the question and answer session we were given feedback. 
S7 : [690] From the speaking, formerly my English (speaking) was lousy (bad), but now it is 
grammatically better.  
They felt their English was better because of the grammar feedback which was consistently and 
specifically provided at the end of their speaking practice. Consequently, the students (S1-S3, S6, 
and S12-S17) wanted to have similar feedback incorporated after their speaking activities, 
something that had not occurred in their previous levels of study. They suggested this feedback 
should be provided in a relaxed atmosphere rather than in a rigid manner requiring 100 per cent 
accuracy as that approach had the potential to undermine their confidence in speaking. However, as 
they viewed grammar as the supporting knowledge for their speaking, some students strongly 
suggested grammar be effectively developed early in the first semester. This is discussed in the third 
subsection. In addition, as they also wanted to have active two-way communication, this issue is 
discussed next. 
Enhancement of reciprocal two-way communication.  
In discussing their English lectures and speaking tasks, the students recognized that there 
were communication breakdowns during lectures and class discussion. Student S13 described her 
difficulty in following an English lecture:  
S13  :[196] I know a lecturer was trying to be helpful and spoke Indonesian, but when he explains in 
English, I can understand what he means, I want to speak, or perhaps argue, or ask a question, 
but I have no confidence (to speak), and I still have to think, “How should I speak?”. I still get 
confused. 
Student S13 recognized that during a communication breakdown occurred when she did not know 
how to respond to her lecturer in English, reporting that she had no confidence to speak. Other 
students (S12, S7, S8) also reported that their inability to respond to their interlocutors undermined 
their speaking confidence. Student S4, on the other hand, reported that he had no confidence to 
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speak in the early semesters because he was afraid of making grammatical mistakes, and his peer 
(S3) added that there might be many more students who experienced the same problem.  
Some students (S1, S2, S3) reported that they got bored with the models of discussion used 
during their English lectures because most of the communication was one directional. Even though 
their English lecturers required them to participate in the discussions by asking questions, according 
to S2 it was a monotonous activity:    
S2  : [444] I think it is just that, you asked a question, I answered, but no further question asking for 
clarification, like that Mam. That’s ‘yes no question’, I ask, “Are you satisfied”, “Yes”, then 
finished. No further challenging expectation (from the audience).  
Other students (S15, S16, S17, S18) reported similar situations claiming that most of the time they 
just listened to the presenter. They were concerned about their inability to maintain continuous 
reciprocal communication but expected that they would become involved in two-way 
communication.  
To maintain two-way communication, student S15 expected that doing business 
presentations in an ESP course in the second year would continue. She described why she liked this: 
S15 : [274] It was a roleplaying, we pretended to set up a business, then we had to hold a meeting 
and each (student) had their own role, that made us learn English. [279] It was for presentation, 
but we made preparation first, (we had to think) if our friend spoke this, what response or 
feedback we had to make, I think that’s the most effective...we learned how to respond.... 
Before performing this kind of task, she needed practice responding to conversations with group 
members. She believed that the most effective communication occurred when conversation was 
reciprocal. In such communication, other students (S1, S2, S3, S4, S6, S7, S13) said that 
capabilities to explain and argue were also important. They also expected that this kind of 
communication would take place during the English lectures, class discussions, or when their 
lecturers asked questions: 
S7 : [621] We want interaction, when the lecturer is explaining (something), we want to be able to 
respond, respond reciprocally, like a discussion”.  
Briefly, some of the students wanted to improve their oral communication competences to cope 
with the vacuum in communication that they perceived existed across the program. They believed 
they needed to develop ‘strategic competence’ (Savignon, 2007), or knowledge of interaction 
patterns (Sayer, 2005) to improve their fluency. As Sayer (2005) reported that examining student-
student classroom discourses was essential to understand how effectively they participated in 
conversational exchanges, the students’ reports provided evidence not only for their awareness of 
communication breakdowns occurring during their classroom activities but also their expectations 
and preferences for communication strategies to help them maintain two-way communication. 
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Sequential levels of competencies for English courses. 
Most of the students wanted to improve their mastery of grammar for their productive skills. 
However, they wished grammar had been taught appropriately at the beginning of their program 
and did not expect that all the courses would predominantly discuss grammar in a manner similar to 
SMP and SMA. Some students perceived that grammar was likely to be the focus of all the English 
courses: 
S2  : [41] …in the first year (the English course) started with grammar, semester 2 writing, 
automatically related to grammar, right Mam? ….. [45] …..in the third year back to structure.  
Student S2 perceived that English at all levels had emphasized grammar and that writing was 
related to grammar as well. Student S18 reported a similar learning experience, and said that only in 
the second level was speaking strongly emphasized. Moreover, student S4 was surprised to find that 
the stages of learning from one level to another did not follow sequential levels of competency: 
S4  : [137] In level 1, we got this lecturer, then in level 2 we were shocked (with the different 
lectures), oh…like this. That in level 1 we should have got a strong foundation of English 
(grammar) for the next levels (of English courses), we just feel forced to learn, forced. [141] In 
level 3 (the English course is) a drop-back. 
Trying to summarize what his friends said, student S3 stated that in general the sequence of the 
levels of English competencies in the English courses was not effective:  
S3 : [144] What we basically want to say, what should be placed at the first time and what should be 
placed later are less effective… 
Moreover, he wished that the grammar lessons they had received in the first semester were as good 
as those in the third year because grammar was the basis for writing and speaking. His peers (S1, 
S2, S4) in his group agreed with him and two other students (S5, S15) had similar perspectives: 
S15 : [220] …(I think) grammar at SMP (Junior High School) and SMA (Senior High School) was 
sufficient, since we are at the Accounting Department, the emphasis (of the English courses) 
should be on  accounting English. I think grammar can be provided in the first semester as a 
review.  
To sum up, the students thought that the English courses should be redesigned because they 
perceived there was a lack of sequenced levels of competency in them. They suggested grammar 
lessons should be taught in the first semester to provide a strong foundation for their speaking skills 
in their later stages of learning, and that the English courses be managed appropriately in order to 
focus on English for accounting in the last semesters.  
Their stories about grammar lessons and perceptions of ineffective design of the English 
courses in terms of the levels of competency showed that they perceived the curriculum or the 
English syllabus based on their learning experiences. When the researcher examined the English 
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syllabus, grammar was taught only in the first two semesters. Examining the general objectives of 
the course, the syllabus can be categorized as a structural syllabus with graded vocabulary levels 
(Richard, 2001), i.e. the development of the four language skills is structured in balance with the 
enhancement of vocabulary. However, as the course per semester was delineated based on topics 
and the levels of competency of each course are not clearly defined, it was potentially the case that 
the lecturers interpreted the levels of competency individually. In this sense, the students’ analysis 
of the repeated grammar instructions which they received in different levels of their English courses 
might reflect the lack of specificity in the competencies that were stated in the written document. 
Issues in Students’ Needs Analysis Practices 
The students’ reports about their present situation analyses (PSA) showed that their analyses 
of their learning and environment needs were intended to achieve their target needs which were 
conversational skills for social interactions. However, in the EFL context of Indonesia where 
English is limited in use in social interactions, their target needs analysis provided evidence that 
beyond their primary interest in the conversational skills, they had limited knowledge about their 
target needs. Their reports on their deficiency in grammatical knowledge, their desire for 
grammatical feedback and improving speaking fluency, as well as their expectations of a more 
sequential design for their English courses in relation to excessive grammar provision provided 
insights not only into the way they wanted to achieve their target needs but also into the type of 
language exposure they had received. Therefore, in terms of needs analysis practices, the students’ 
PSA in this context provided useful insights into factors that they perceived would strongly affect 
their achievement of target situation needs. These factors were grammatical knowledge for spoken 
language production, knowledge of communication strategies for maintaining two-way 
communication, and an English curriculum design with appropriate sequential levels of 
competency. 
Lecturers’ and Administrators’ Perspectives 
This section presents target situation analyses and present situation analyses as perceived by 
the English and accounting lecturers and the administrators. These two analyses subsumed other 
types of needs analyses that the stakeholders employed in their analyses of the students’ English 
language needs. At the end of the section, issues related to their needs analysis practices and 
implications of their pedagogical and needs analysis are discussed.  
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Target Situation Analysis (TSA) 
The two major themes in this section are analysis of target needs through contacts with 
alumni and analysis of communicative needs as they were prominent in the lecturers’ and 
administrators’ discussion of the students’ target language needs. The first analysis referred to their 
preferences in using the alumni as needs informants about the students’ target needs. The second 
analysis was related to their ways of interpreting the students’ target communicative needs that they 
identified from the alumni. 
Analysis of target needs through contacts with alumni. 
In response to questions about the students’ English needs for occupational purposes, nine of 
the 12 stakeholders, Farhan, Heny, Budi, Sabar (all the English lecturers), Afgan, Oon, and Imron 
(the accounting lecturers), DA (Department Administrator), and EA (English Administrator) 
acknowledged that oral communication competences were the primary need for students. In general, 
the oral communication needs they identified fell into two categories, communication competence 
for social interactions with colleagues and communication competence related to occupational 
tasks. However, Joni, Yani, and the Accounting Administrator thought that written English for 
accounting was of primary importance for accounting students although they considered that 
general English was still necessary. Joni referred to the English lecturers’ responsibility for general 
English education: “[576] …. from semester one to four, it is up to the English lecturers to give 
English communication skills, grammar, or the others (other language skills and knowledge)”. 
These three stakeholders predominantly discussed English for accounting during the interviews as 
this was related to their own discipline. Thus their perspectives of English for accounting are 
discussed in Chapter 6. Imron was the only accounting lecturer who talked about English needs in 
relation to accounting based on his work experience as a consultant in some companies and, as he 
reported, 50% of his clients were foreign businessmen. Like his colleagues, he mostly talked about 
accounting needs even though he acknowledged the primacy of speaking skills in relation to 
accounting needs. His perspectives on speaking skills are discussed here. 
In discussing English communicative needs, the other nine stakeholders reported that they 
received information about the target situation needs from the alumni. Farhan, for example, when 
asked about how his teaching focus on language functions for daily communications was related to 
the students’ working needs, he referred the working needs to those reported by alumni in their 
visits to the Department:  
I  :  [147] How is it related to their (the students’) needs when they work later?  
F :  [148] Well, the working needs, what the alumni commented in their visit was that the frequently 
used English is for interpersonal communication with colleagues and superintendents or boss, 
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right? [166] One alumnus said that English for daily communication is usually used in 
companies because there people from different countries intermingle, they can be colleagues, or 
those of equal or hierarchical ranks. Topics to survive in daily encounters are important, as 
usually our students are not assigned for highly-involved work.  
Farhan referenced the students’ occupational needs to interpersonal communication with 
colleagues, superintendents, or bosses which is discussed further in the next subsection. His access 
to the alumni’s information was limited to informal talk. Other English lecturers also reported 
similar ways of getting information about the target situation needs: 
S :  [97] I cannot inform how intense the communication is, but almost every week I say hello to 
them (the alumni). 
S :  [99] We mostly talk about general things, but occasionally I ask about their company. 
Sabar pointed out that approximately 14 accounting alumni and 12 business administration alumni 
had joined his Facebook page. Afgan, the accounting lecturer, also asserted that he contacted the 
alumni through Facebook, SMS messages, phone calls, and even sometimes through personal visits.  
Thus, all the stakeholders analyzed the students’ target communication needs pragmatically, 
picking up information about English occupational needs through social conversations with the 
alumni predominantly in social media like Facebook and yahoo messenger. Formal needs analysis 
had not been conducted except for those done as part of general questionnaire surveys for a project 
conducted by the Department. This was made more evident when DA reported similar conditions 
despite his claim that the curriculum in the Department was responsive to the changes in the 
environment, and revised at least every two years. He identified two sources that were used for 
curriculum input, industries and the alumni: 
DA : [73] With industries, we can visit them and have an interview with  the employer and those in 
management. We can also send questionnaires. For the alumni we can visit them or invite them 
to come, we can get access to them quickly, we can ask them some changes in industries 
quickly because we and them are emotionally connected. They will be happy to provide 
information, even for free. They sometimes accept to work as partners in curriculum 
development. 
He explained that although contacts with industries was important, the alumni were also sources for 
curriculum development which could be accessed quickly and cost-free as they had an emotional 
connection with the institution. However, he also acknowledged that talks with the alumni about 
occupational needs had been conducted informally, but not documented. His report confirmed that 
no needs analyses had been formally conducted and information about the students’ needs relied on 
informal discussions with the alumni. The next subsection discusses how these stakeholders 
interpreted the target communication needs that they identified from the alumni. 
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Analysis of communicative needs. 
The English lecturers, the three accounting lecturers, and the two administrators related the 
students’ target needs to the communicative tasks that they perceived the students might perform in 
the work situations. Farhan referred to interpersonal communication with colleagues and 
supervisors of equal or higher status and Heny emphasized everyday communication in the 
workplace which she referred to as general English:  
F :  [166] One alumnus said that English for daily communication is usually used in companies 
because there people from different countries intermingle, they can be colleagues, or those of 
equal or hierarchical ranks.  
H :  [132] Their positions do not require them to use English purely (in all aspects), only speaking, 
daily communication. I have never conducted any needs analysis. [135] For English used in the 
workplace they (the alumni) told me general English. 
Their discussion of ‘interpersonal communication’ and ‘daily communication’ showed that they 
both focused on communication for everyday social interactions. However, Farhan acknowledged 
the hierarchical nature of communication that occurred in these social interactions. Heny also talked 
about an industrial visit conducted by the Department which confirmed the use of English for daily 
communication at the site.  
Likewise, Afgan, Oon, EA, and DA also identified similar needs for conversing with foreign 
workers as indicated by DA:  
DA : [198] … in the big companies there are many foreigners working as experts so that they (the 
students) intermingle with them (the foreigners), they have to be able to work with them. In 
order that Indonesia wins the competition in the global market, English is priority, 
conversation should be definitely mastered. That’s my opinion. 
In addition, Oon related the communicative needs to increased foreign-capital investment in 
Indonesia. He reported that merger of domestic-capital invested and foreign-capital invested 
companies would inevitably increase demands for workers who could speak English and further 
explained: 
Oo : [140] … those (the graduates) from the capital city have better (English) communication 
competence compared to those from the regional areas even though it may not be the case for 
their knowledge of their discipline. Their English communicative competence increases their 
confidence, they seem more superior because what people first see is their (English) 
communication competence.   
Oon believed that communicative competence might initially impress people and Afgan held 
similar views as he was told by the alumni that English communicative competence would 
determine their success in the recruitment process in multinational companies. The accounting 
lecturers and the administrators talked about communicative competences in a general sense 
although they refer to different communicative events. While Oon and Afgan referred to 
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communication for job recruitment in a multinational company, the others referred to 
conversational skills for social interactions, referring them to interpersonal communication, daily 
and general communication, and conversations and intermingling with workers. Information from 
the alumni was identified broadly and DA communicated it to the lecturers informally stating:  
DA : [139] We asked, “How is it going? How is this, this, and this (referring to specific topics of 
some discipline-specific subjects)?” [151] We just communicated it informally to the lecturer or 
the administrator as it was sometimes only about a new topic or broadening a topic. We did not 
do (communicate) formally, it was not to change a particular subject. 
He explained that the results of the alumni talks were communicated informally to individual 
lecturers when the information was related to new topics in a particular subject. He also indicated 
that formal communications with the alumni were conducted if a new subject needed to be included 
in the curriculum.  
Similar to the students’ analyses, the lecturers also remarked on hierarchical 
communications. Farhan, Afgan, EA, and DA mentioned ‘communication with superintendents’, 
‘communication between employees and the boss’ or ‘experts’. Their reference to hierarchical 
positions in communication might reflect their views of communication norms of discourse 
communities in the Indonesian context. Crosling and Ward (2002) found that within a department in 
the workplace in the Australian ESL context, oral communication with colleagues of lower and 
similar status and those of higher position was rated constant and often by most of their respondents 
(95%). Furthermore, Kaewpet (2009) reported that in the civil engineering workplace of the Thai 
EFL context, when communicative events involving collaboration among workers of different 
countries occurred, hierarchical communication could be with bosses or project owners. These 
suggested the common occurrence of hierarchical communication in the workplace across countries. 
Therefore, in the context of this study, as the students as well as the lecturers were lack of 
information about target workplace discourse, their repeated reference to hierarchical 
communication possibly referred to the typical hierarchical social discourses found in the workplace 
in the Indonesian context. Furthermore, as needs analysis in this area had not been well developed 
for the Indonesian EFL context, part of their perspectives of hierarchical communication might also 
reveal their understanding of the typical hierarchical social discourses found in the Indonesian, 
particularly Javanese context where there are societal codes of politeness (Goebel, 2005; Mann 
2012). If this was the case, despite their pragmatic needs analysis practices, these stakeholders 
recognized the hierarchical communication in this context as a typical socio-cultural 
communication that might occur in the workplace in Indonesia.  
In addition, the lecturers distinguished between business communicative competence and 
general communicative competence. Afgan reported that better communication competence for 
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participating in a business meeting was required if the alumni were in a higher position, such as a 
corporate secretary, whose tasks were to make and present financial statements in English. He 
stated: 
Af   : [117] Well, when one works as a corporate secretary, like Junet (pseudonym), he makes 
(financial) reports and presentations in English. The task does not only deal with typing 
(recording) as usual. I think, it’s better like that (with all the English skills), but if it should be 
ranked, conversation is number one, followed by listening, writing, and reading. 
However, Afgan perceived that conversational skills were primary, arguing that conversation 
involved speaking and listening skills and explaining that in a conversation there would be a 
mismatch if one could not understand what he heard. The English lecturers, Budi and Sabar and EA 
similarly acknowledged target communication needs for business presentation skills, but in contrast 
to Afgan they talked about business English in general as indicated by EA: 
I      :  [59] So how do you determine that, for example, advertising is essential for accounting 
students? 
EA  : [61] Ya, at least they know how to make advertising in English and maybe they should know 
some terms, English terms, used in advertising. 
I :  [63] Ok, why do you think that the topic is relevant to the accounting students? 
EA : [64] Of course you know English firms also make some advertising to introduce their products. 
Do you think that, you know, accounting students should, you know, should work in accounting 
department? Can be in promotion department? 
EA assumed that the target communication needs of the accounting students were related to 
business English in general as they might work in different business fields. He might associate their 
occupational tasks with the tasks mostly discussed in commercial business English books as they 
were the most available references at the Department for ESP teaching. EA’s reliance on 
commercial business books was reported by some of the English and accounting lecturers discussed 
in Chapter 7. On the other hand, Oon perceived that communication competences were about 
everyday interpersonal communication and business conversation. In the context of business, 
drawing from business discussions on TV media, he suggested the terminology used in business 
talks such as pay taking, bullish stock, initial public offering, and secondary market were examples 
of concepts found in target needs. Oon’s talk about business communication was different from 
Afgan and best categorized as “informal work-related discussions” (Crosling & Ward, 2002, p. 49). 
Imron identified more specifically occupational communication needs compared to his colleagues. 
He acknowledged the primacy of speaking skills with the purpose of conducting work-related 
discussions:  
Im : [247] because (pause), before writing a financial repot, we need to discuss and clarify things, we 
need to ensure that all issues are clarified. We prepare a draft first before the report is made. 
[259] Problems can be resolved through discussions, so speaking is primary. 
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He perceived that speaking skills were primary not only for clarifying things related to workplace 
tasks but also for communicating work-related problems. He further acknowledged that speaking 
skills were needed to enable accountants to communicate financial reports to company stakeholders. 
Nevertheless, he was not able to evaluate the level of English communicative competence that 
might be required for Diploma III tertiary vocational students because he explained that there had 
been no comprehensive study for differentiating the occupational accounting positions of Diploma-
III graduates and bachelor-degree graduates.  
The accounting lecturers provided more specific information related to occupational 
communicative needs than the English lecturers. There was a similarity between Imron’s report and 
other research findings of civil engineering students’ communication needs in Thailand.  Kaewpet 
(2009) reported that the communicative event that frequently occurred in Thai workplaces was 
conversations about everyday tasks and duties. Imron gave a more specific justification of 
communication needs because of his work experience as an accounting consultant in some 
companies. Afgan also reported on the more specific task of presenting financial reports in English 
because of the report from an alumnus whose position was a corporate secretary in a multinational 
company. On the other hand, the reports from the English lecturers, DA and EA on the students’ 
target communicative needs were broad and general referring to conversational skills for social 
interactions and business presentation skills. They had to imagine what the workplace discourses 
would be like as they had not received adequate information from the alumni.  
The stakeholders’ broad identification of the students’ needs also reflected both the 
Accounting curriculum and the English syllabus. The curriculum contained information about all 
the courses offered by the Department which were organized per semester. However, while each 
course was elaborated in a syllabus, as discussed in Chapter I, a policy document that guided the 
design, implementation, and evaluation of the education at the Department was not available. Thus 
it was hard to see how the goal and objectives set in each syllabus were related to each other. 
Consequently, the curriculum and the syllabi were discrete documents. In the English syllabus, the 
main educational goal was to enable the students to communicate in English orally and in written 
form, to express ideas, opinions, and/or feelings related to business and accounting. However, since 
the development of the courses was based on topics and the levels of competency were not clearly 
defined, it was not surprising that the communicative competencies that had been identified by the 
stakeholders were related to the general objectives stated in the syllabus. 
In summary, the English lecturers as well as the administrators identified two necessary 
competencies – conversational skills for social interactions with workers in various hierarchical 
positions and communicative competencies for presentations in business meetings. This 
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identification of the students’ target communicative tasks was broad and based on their individual 
beliefs about the target workplace discourse. Nevertheless, some accounting lecturers provided 
more specific information related to workplace tasks because of their work experience and contacts 
with a senior alumnus. It is worthwhile to note that most of the stakeholders recognized the 
hierarchical communication in Indonesian context as a typical sociocultural communication that 
might occur in any social discourse in this context. In addition, as some of these stakeholders – the 
English lecturers - closely linked their target needs assessment with their instructional practices, 
their present situation analyses of students’ learning needs are discussed in the next section. 
Present Situation Analysis (PSA) 
The English lecturers closely linked their analysis of target communicative needs and their 
present situation analysis (PSA). This section presents their PSA related to English communicative 
needs. The accounting lecturers’ PSA was closely connected to accounting needs and thus is 
presented in Chapter 6. As TSA was often conducted along with PSA, the discussion of their 
analyses of the learning needs also takes into account their TSA. PSA in this section subsumes three 
types of the stakeholders’ needs analysis practices: deficiency analysis, learning situation analysis, 
and environment analysis. The first two analyses are discussed simultaneously as they were closely 
linked. Their analyses are presented based on major themes related to the students’ learning and 
environment needs that they identified which affected their decisions in developing their English 
courses. 
Developing the students’ self-confidence to speak English.  
In line with the students’ target situation needs for oral communication competences, all the 
English lecturers agreed that speaking skills should be predominantly developed. However, the 
extent to which they developed the students’ speaking skills differed. Three of them, Sabar, Budi, 
and Farhan, reported that their speaking instruction was intended to develop the students’ 
confidence to speak English as stated by Sabar: 
S :  [478] My aim in assigning the students to hold class discussions, have presentations, is in fact to 
build their confidence (in speaking) that I even force them to communicate with me in English 
whenever and wherever they meet me. I said to them so. Their grammar is very weak, always 
becomes their weakness point. 
The bases for Sabar’s instructional decisions were not clear. However, his intentions to assign the 
students to class discussions and presentations, as well as asking them to speak English with him 
during and outside of class, were aimed at providing greater opportunities to speak English to build 
their confidence to speak. In addition, his report on their grammatical weaknesses when speaking 
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implied that he also intended to develop their speaking confidence by improving their speaking 
accuracy. He acknowledged that he evaluated their speaking performance through spoken grammar 
tests and found that their mastery of tenses was weak. Therefore, he reported that he departed from 
the syllabus and provided them with a grammar review on tenses in their ESP course in the fifth 
semester. He confirmed that his objective remained to improve speaking: 
S :  [142] The end objective remains speaking, we are at the Accounting Department, the end 
objective is to make the students speak. It should be in that direction. 
He explained that the tenses examinations were always spoken tests; for example, after discussions 
of two types of tenses, the students were required to compose English sentences and report orally. 
Based on his analysis, he found that a review of grammar lessons was necessary to foster their 
speaking accuracy and to enhance their speaking confidence.  
Likewise, Budi reported that his teaching objective was to develop the students’ confidence 
in speaking: 
B :  [317] I cannot tell a lot about teaching as I believe each lecturer has his or her own character, but 
one thing for my course, building the students’ confidence (in speaking English). 
In line with this objective, he encouraged his students to practice speaking English, but contrary to 
Sabar, he did not pay much attention to their speaking accuracy. Instead, he focused on strategy 
analysis to cope with communication breakdown. He allowed his students to code-switch into 
Bahasa Indonesia or Javanese during their speaking activities in the class:  
B :  [328] When they (the students) learn English, they sometimes want to combine it with Javanese 
dialect, and in fact they do. I just allow them to do so provided that they are willing to speak 
English. Well, we accept that, we try to accept them in accordance with their ability. 
Budi reported that he also permitted them to use their dictionary when necessary because when 
speaking they sometimes stumbled and asked the meaning of a word. He acknowledged that he 
adopted a natural approach where he allowed the students to produce English in accordance with 
their speaking ability, emphasizing that in early speech production there was a need for in Terrell’s 
(1982) terms “a low anxiety environment” (p. 124).  Thus he allowed his students to use any means 
of communication to facilitate speaking practice. Similar to Sabar, he believed that the students’ 
speaking confidence needed to be enhanced. Both of them strived to achieve a similar goal, 
although they had identified different learning needs.  
Similar to his two colleagues, Farhan discussed the purpose of his English instruction at the 
beginning of the program. He believed that the English course should arouse the students’ 
motivation to love and to use English for oral communication. He was concerned about their low 
English proficiency and reported that he analyzed the students’ speaking performance at the 
beginning of the course to understand their level of proficiency, explaining that he evaluated the 
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students’ English through two-week oral introductory activities. Based on this informal evaluation, 
he perceived that their achievement levels were below 50 per cent of their SMA (Senior High 
School) goals. He suspected that there might have been fossilization at SMP (Junior Higher 
Schools) or SMA at some point in their path of development so that they were impervious to any 
language input. Therefore, he emphasized that his objectives in teaching were to make the students 
love English using simpler materials than those of senior high school:  
I :  [254] If you see that the SMA English materials are already of high level, what level should be 
provided at Polytechnic, similar or higher?  
F    : [256] Lower because we want to inseminate them with the feeling of “I can”. If the level is too 
difficult, they will say, “I can’t”. Therefore, find things that evoke an image of “I can”. How 
high the target is not important, we first have to adjust the materials to arouse the feeling of “I 
can” because ….. [261] fossilization means rejection to any (language) input. 
He stated that his aim in using such simple materials was to build their confidence in speaking 
English. In this case, despite his analysis of the students’ language deficiency, like his two 
colleagues, Farhan was more concerned with the students’ confidence in speaking English. 
Therefore, he said target needs were not important in the first level of their English education.  
To summarize, in order to achieve the target needs of oral communication competence, the 
three English lecturers prioritized building the students’ confidence to speak English. To achieve 
this objective, they analyzed a range of needs that hindered and facilitated the achievement of this 
objective. For example, while Sabar analyzed their grammar knowledge deficiency, Budi focused 
on communication breakdown and strategy. Farhan concentrated on language proficiency and 
environment analysis which is discussed next. However, as there were different layers of learning 
needs they addressed while they tried to achieve similar target needs, the extent to which these 
different stakeholders were expected to contribute to help the students achieve their target needs 
was not clear. This provided evidence of the need for consolidation among different parties 
involved to investigate what needs should be prioritized and how different parties were expected to 
achieve the target needs. 
Creating a forum for the students to practice speaking English. 
In the midst of the English lecturers’ attempts to help the students meet their target needs to 
speak English, two English lecturers, Farhan and Heny, thought that the students needed a forum to 
practice their use of English. Two accounting lecturers, Oon and Afgan, had a similar idea and 
reported that they had once proposed an English day to the Department to facilitate practice in 
speaking English. However, they said that the English day program did not work. These two groups 
of lecturers were concerned about the students’ needs for an English communication forum which 
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generally could be categorized into “environment needs” as these needs were related to the learning 
situation.  
Farhan took into account this environmental need in his general English course in the first 
level. With his preference for providing simpler English materials, he reported that he adopted a 
functional approach in his speaking instruction by selecting language functions that could be used 
by the students to communicate with their friends and lecturers. He believed that language functions 
which were close to the lives of the students and could be daily practiced would be in the students’ 
interests:   
F :  [152] in (our) daily life, things that are doable can be practiced daily and can motivate. If they 
are able to do, to transfer to another need (another communication) is not difficult. What is 
important is that they use the language functions to practice and not to memorize them because 
memorizing grammar has already impeded their short term memory. …. Language function is, 
therefore, taught when there is an opportunity to use it in their immediate time. If they recognize 
many language functions, they can learn a new one more easily, their feeling of being able to do 
it (to use the language) is important. 
He argued that ‘practicability’ was motivating. As students were equipped with these language 
functions, he expected that their daily encounters with their friends and lecturers outside the 
classrooms would provide speaking practice. In addition, in supporting the students to choose an 
appropriate structure when speaking, Farhan, however, strived to provide the students with a 
foundation to compose English sentences derived from their daily Indonesian language: 
F :  [63] For grammar, the samples of the sentences are sought  from Indonesian sentences which are 
used daily and we teach them the expressions in English. [67] The vocabulary is also sought 
from those which are used daily in Indonesian. In such a provision, I mean to allow them to 
occasionally talk similar things in English. 
In this context, while using examples of Indonesian expressions to teach English grammar, he 
taught the students with a learning strategy to help them cope with the grammatical translation 
problem of L1 language transfer and thus developed what he called “semantico-syntactic translation 
technique”. This technique helped the students to realize that there were different Indonesian 
expressions they could use to convey a message so as to avoid direct translation of an Indonesian 
sentence that they were thinking of during their communication in English. This translation 
technique together with his selection of language functions for everyday communication was meant 
to facilitate the students to practice speaking English beyond the classrooms.  
Likewise, Heny was also concerned with the creation of a forum for her students to practice 
communicating in English. This environment need became her main concern as the students rarely 
used English in their social discourses. Therefore, she accepted an offer for creating a 
communication forum for her students. The forum was a program called Global Culture Exchange 
(GCE) and was conducted in cooperation with a Taiwanese English lecturer. She explained that it 
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was an email exchange program between a group of Indonesian (Polytechnic) students and a group 
of Taiwanese students. However, as she was aware of her responsibility to accomplish the 
curriculum/syllabus goal and objectives, she negotiated the content of the syllabus with her partner:  
H :  [88] and for the topics (of general English) we have in the syllabus, I talk to my partner, the 
Taiwanese teacher, whether they can accept the topics in our syllabus, and they, in fact, accept 
them. 
She then integrated the GCE internet activities with the activities in the classrooms by providing 
time for the students to consult any communication problem they had in their GCE activities and 
second assigning them to report the results of their GCE communication to the class. However, the 
extent to which the GCE activities enhanced the students’ speaking performance was not reported. 
She only emphasized the grammatical aspects the students learned and acknowledged the provision 
of opportunities for authentic communication for them: 
H :  [77]…they learn a lot because they face authentic communication and then are forced to use the 
language with correct grammar, it doesn’t mean perfect, no, but they must use the language 
(laughing), but for posting in the website I don’t dare to let them directly post (their replies to 
their partners). 
Heny pointed out that her students were very enthusiastic because they had overseas friends to 
communicate with in English. In addition, she created different forms of communications forums by 
posting the students’ work in a Facebook page and role-playing during a reading course. In her 
company profile writing activity, she also talked about how posting the students’ work in Facebook 
helped her students communicate through peers’ comments: 
H : … [211] In the Facebook there is a facility with captions. In each publication, the students can 
see whose profile it is and who the partners (of the group work) are. They can write a comment, 
and there were a lot of comments from either their classmates or outsiders. That’s interesting. 
Heny’s reasoning was that the Facebook page was a medium that the students loved to access, and 
thus she believed it was necessary to help them use the medium as a means of learning English. 
Heny’s evaluation of the forums she created focused on the students’ enthusiasm in participating in 
the programs. She did not specify the target communication competence she wanted to achieve 
although the program was integrated into her pedagogical instruction.  
Apart from her interest in providing the students with communication forums, she was 
concerned about the lack of specificity of the English course objectives. When she referred to the 
general goal in the syllabus, she reported that she had to think and explore the extent to which 
general English should be provided: 
H :  [255] Well, the general goal of our English (teaching) was to enable the students to use English 
orally and in written expression, but, in practice, the English written form was not provided in 
balance with speaking, we have done a lot with speaking. In my experience, to what extent the 
general English should be provided, much in my teaching, I myself have to think and explore, 
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perhaps estimate the specificity of a topic which, of course, cannot be applied to each (other) 
topic. For certain topics, I let the students find the materials themselves. 
Furthermore, in her talk about “company profile” writing course for English for specific purposes, 
she described her confusion about the emphasis of the course: 
H : …[206] the writing of company profile is actually for English for specific purposes, there is 
business writing, right? I do not know what the emphasis is, I tried to publish (the students’ 
work) on the Facebook. In their module (handbook), they have structure of organization, a 
company’s products, sales and the like, and they make descriptions. Their descriptions are 
published on the Facebook.  
In the excerpt above, Heny indicated that the purposes of the English courses were not clear enough 
to her. Possibly because of this, the target communication of her speaking forums was also not 
clear. As previously discussed, the main issue of the design of the English syllabus was that the 
course per semester in the syllabus was delineated based on topics and the target competencies were 
determined broadly. This gave room for the lecturers for free interpretation and to include any topic 
they deemed relevant. While Heny was accurate about the lack of specificity of the course 
objectives, the syllabus also allowed her to introduce topics and resources such as Facebook 
communication.  
To sum up, Heny and Farhan were concerned about the students’ immediate need for an 
English communication forum in an EFL context where English uses for social interactions were 
limited. Farhan indirectly created such a forum as he focused on equipping the students with 
knowledge of language functions and translation technique to enable them to use their knowledge 
for communication beyond the classrooms. On the other hand, Heny explicitly created the forums 
and integrated the activities with her pedagogical instructions. While the forum activities they 
created might facilitate learning and were motivational, target situation needs had not been clearly 
defined in such activities. Furthermore, communication forums on the internet that Heny created 
related to email communication and Facebook communication had different purposes. The former 
related to general social interactions through electronic media, the latter referred to discussions of 
writing tasks. However, her priority was to generate the students’ interests to practice 
communicating in English. The extent to which the written and spoken communications were 
developed was also not clearly defined. The next section discusses the development of the different 
language skills as perceived by the English lecturers.  
Developing listening, writing, reading as the secondary skills. 
The English lecturers identified English language skill needs in reference to the target 
situations needs. Consequently, they prioritized speaking skills and viewed listening, writing, and 
reading skills as secondary. As Farhan reported, the other skills were necessary to support speaking. 
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Both Farhan and Heny provided reading and listening activities as language input. They reported 
that listening was integrated with speaking activities. While Farhan provided a listening activity 
every time he introduced a new language function, Heny stated she rarely taught listening skills 
because of her tight teaching schedule and the impracticality of carrying a tape recorder to the class. 
However, she still managed to provide listening activities as outlined in the syllabus. In addition, 
Heny said that the students’ reading comprehension needed enhancement since it functioned as the 
means for providing language input: 
H : [195] … their reading comprehension needs to be enhanced, that’s to support their productive 
skill. If there is no input at all, how can they produce their language, language production is 
automatic and not a matter of memorizing only.  
Heny thought that without language input, it was difficult for students to produce language and, 
thus, reading was crucial. Meanwhile, Farhan preferred to talk about two strategies in his reading 
course, i.e. reading comprehension and vocabulary enhancement.  
On the other hand, Budi emphasized the selection of reading topics that could be used for 
retelling activities in his reading lessons:  
B :  [185] For my (reading) classes, I choose a retelling model, telling experiences and the like. Most 
topics that I give to the students are selected to provide a variety of input and intended to 
reinforce their courage (to speak). 
Budi’s reading class was oriented toward support and encouragement for the students’ speaking 
competence. Likewise, Sabar stated that writing and reading were provided implicitly: 
I    : [115] Vocabulary, then structure, other skills? 
S   : [116] Writing is involved when I give (the students) assignment. [118] Just one example, about 
company profile, oh.. sorry not company profile, profile only, I eliminate ‘company’ because 
‘profile’ can refer to country profile, company profile, or individual profile. For company 
profile, for example, I told the students, “What you need to explain is this, this, and this”, and 
they develop their own sentences. However, before that, I already gave patterns, tenses, and 
specific patterns to them. 
I    : [124] Does it mean reading is also provided? 
S   : [125] No, not explicitly provided.   
I    : [126] Meaning that you give it implicitly? [128] How is it? 
S   : [129] The topics, I give them the topic, for example accounting [130] They were required to 
read. [131] … and then they were given reading comprehension. 
Sabar assigned writing and reading activities for the purpose of speaking practice. His statement 
“What you need to explain is this, this, and this” showed that the students were assigned to compose 
sentences for a presentation in front of the class within the topic given. It was also similar with 
reading, before a presentation, the students had to prepare by researching the given topic.  
In brief, despite concentrating on the development of speaking skills, the English lecturers 
deemed the other language skills as necessary but secondary. As discussed in the target situation 
analyses, possibly because the justification of the target needs was still broad and general, the 
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lecturers considered that the other skills (listening, reading, and writing) were secondary and 
intended to support the speaking skills.  
Issues in Lecturers’ and Administrators’ Needs Analysis Practices  
The lecturers’ and administrators’ practices of identifying the target situation needs 
indicated that their analyses were pragmatic. The term pragmatic was used to reflect the reality 
that needs analyses in this EFL context were based on practical considerations in contrast to 
those formal needs analyses which were commonly conducted in ESL contexts. In the real 
world of practice in this context, practical problem solving was quite often preferred rather 
than looking for theoretical solutions. In relation to target situation analysis, these stakeholders 
tried to access some sources which were readily available in their environment for getting 
information about the target needs. They relied on social conversations with the alumni through 
social media or their occasional visits to the Department. These provided them with limited 
information about workplace communicative needs.  
In addition, in the English lecturers’ stories about the students’ learning needs and the ways 
they developed their English instructions, there were some pedagogical aspects that affected their 
instructional decisions in developing their English courses. While the target needs were broadly 
determined, their instructional decisions were predominantly based on their analyses of the 
students’ language deficiency and learning needs. These present situation analyses were also 
basically pragmatic. Their prolonged engagement with the students during their instructional 
activities provided them with an opportunity to examine their language and communication 
deficiency in the light of their desire to help the students achieve the target communicative needs 
as they perceived. Their findings of their students’ lack of confidence in speaking were in line 
with studies in other EFL contexts such as Thailand, Japan, and Cina (e.g. Boonkit, 2010, 
Cowling, 2007, Xiao, 2006) and the ESL context of Hong Kong (Trent, 2009). Two studies (Trent, 
2009; Xiao, 2006) revealed that the students in their contexts commonly suffered from lack of 
confidence to speak because of their anxiety of making grammatical mistakes (Trent, 2009; Xiao, 
2006. In the context of this study, the English lecturers’ analyses showed that while they addressed 
different layers of learning needs, they tried to achieve a similar broad target need to build the 
students’ confidence to speak English. This resulted in their focus on developing English 
conversational skills for general social interactions. The extent to which these different lecturers 
were expected to contribute to help the students achieve their target occupational needs was not 
clear as even ESP, business English particularly, was also intended to enhance the development of 
the students’ general communication skills. This provided evidence that their target goals for 
achieving the students’ occupational communicative competences were not clearly defined.   
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Interplay between Stakeholders’ Practices of Target  
and Present Situation Analysis 
The practices of the stakeholders’ analyses of target situation needs and learning needs 
showed that they viewed English communicative competencies as the primary needs that were 
related to the target situations they identified. The goals of English education at the Department 
were directed to achieve these target needs as stated in the English syllabus of the Department. 
However, their analyses of the target needs as well as learning needs were pragmatic.  
In their target situation analyses (TSA), the students relied on their assumption that speaking 
and listening skills were mostly needed for communication in social discourse. Meanwhile, the 
lecturers and administrators relied on informal talks with the alumni through social media to get 
information about their English occupational needs. The close relation between these lecturers and a 
number of alumni and the alumni’s emotional connection with the institution gave them 
opportunities to have conversations about these needs which were cost-free. However, as these 
conversations were informal and needs information obtained from the alumni was not documented, 
these stakeholders had limited information about workplace discourses. Their perspectives of 
English language use in the workplace in their EFL context referred to conversational skills for 
social interactions with workers in various hierarchical positions and communicative competence 
for presentations in business meetings.  
Both the lecturers and the students they were interested in the enhancement of the students’ 
conversational skills for social interactions. Their interests aligned with the beliefs that speaking 
was the most effective means of communication as found in studies in other EFL contexts such as 
Jordan (Al-Jamal & Al-Jamal, 2014), China (Zhang, 2009), and Thai (Boonkit, 2010; Khamkhien, 
2010). In these contexts, scholars found that being able to speak English for social communication 
including communication with English native speakers was a primary students’ motivation to learn 
English. This motivation also coincided with other research findings in the Indonesian context 
(Djiwandono, 2008; Jubhari, 2006).  
Compared to the analyses of English language use in ESL contexts (e.g. Crosling & Ward, 
2002; Evans, 2010b; So-mui & Mead, 2000), the stakeholders’ language use analyses in this study 
were limited to the identification of two broad communicative tasks, i.e. communication for social 
interactions with workers in various hierarchical positions and business presentations for diverse 
occupational purposes. Despite this limitation, the accounting lecturers provided more specific 
information about target occupational needs such as work-related task discussion and presenting 
financial statements for a company’s stakeholders. This provides evidence for the necessity of 
involving subject lecturers in TSA. 
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In the stakeholders’ present situation analyses (PSA), the analyses revealed that while the 
students and the English lecturers had the same goal to achieve the target conversational skills for 
social interactions, they paid considerable attention to the students’ learning needs. They drew these 
needs from the students’ language and communication deficiency.  
The students as well as the English lecturers were concerned about the students’ lack of 
confidence in speaking English, a phenomenon which was prevalent in some EFL contexts (e.g. 
Boonkit, 2010, Cowling, 2007, Fushino, 2010; Wang, 2014; Xiao, 2006). Bookit (2010) found that 
confidence to speak English was one important factor for enhancing students’ participation in 
speaking activities. Fushino (2010) was also interested in students’ speaking confidence and 
statistically found that communication confidence strongly affected students’ willingness to speak. 
In the current study, the students’ analyses of their language deficiency added information about the 
causes of their lack of confidence. Besides their anxiety about making grammatical mistakes, they 
pointed out that they lacked knowledge about communication strategies. Deriving from their 
English learning experiences in the Department, not only did they recognize the communication 
breakdowns occurred during classroom activities that made them bored, they also had preferences 
for developing two-way communication practices. The students’ reports supported Sayer’s (2005) 
claim for the necessity of understanding student-student communication pattern to understand how 
they effectively participated in English conversational exchanges.  
The English lecturers’ perspectives of the students’ language deficiency and their 
preferences in developing their English instructions showed that they were also concerned with the 
students’ learning needs for communicating in English. They believed that enhancing the students’ 
confidence to speak and providing communication forums for them to practice speaking English 
were pivotal.  However, the students’ and lecturers’ PSA revealed that they had different priorities 
for learning needs despite their similar views of the necessity of grammar knowledge. The lecturers’ 
pragmatic analyses of the students’ deficiency and learning needs, which were predominantly based 
on their routine instructional experiences, gave them only limited information about the students’ 
learning. A mismatch could occur between what they assumed regarding their students’ language 
deficiency and what they intended to do to help them speak English.  
The students provided quite comprehensive information about their preference for grammar 
feedback and their need for knowledge of communication strategies, and although Sabar, Farhan, 
and Heny paid considerable attention to the students’ grammar to support their speaking accuracy, 
they might not recognize students’ complaint about excessive exposure to grammar teaching. 
Involving the students in needs analysis might provide information about factors in the learning 
process that might potentially become the sources of the problems that needed to be identified. In 
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addition, as the target needs were not clearly determined, it was not clear to what extent and to what 
direction the English lecturers would develop the learning needs to meet the students’ occupational 
needs. The centrality of target needs information to determine the educational goals was evident as 
these stakeholders directed their English education toward meeting their perceived students’ target 
occupational needs, notwithstanding their pragmatic analyses of the target situation.  
Besides the major stakeholders’ identification of students’ communicative needs, the 
accounting lecturers and the accounting administrator were concerned about students’ English 
accounting needs. These accounting needs are discussed in Chapter 6. 
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Chapter VI 
Multiple Stakeholder Perspectives on Analyses  
of Accounting Needs  
This chapter presents the analyses of the needs of English for accounting as perceived by the 
students, the accounting lecturers, and the accounting administrator (AA). Their analyses are 
structured around the major theme – terminology - that is analysed from the perspectives of target 
situation analysis and present situation analysis as discussed in Chapter 5.  
The chapter is divided into three sections. The first section discusses the accounting 
lecturers’ and AA’s perspectives and analyses of the students’ needs related to target situation and 
present situation. The second section presents students’ perspectives. At the end of each section, 
issues related to each group of stakeholders’ needs analysis practices are highlighted. The final 
section discusses the interplay of the stakeholders’ needs analysis practices around the central issue 
of the needs for English accounting terminology that the stakeholders deemed primary. It concludes 
by discussing the relevance of the findings with other studies.   
Accounting Lecturers’ and Accounting Administrator’s Perspectives 
This section discusses the accounting lecturers’ and AA’s perspectives of the students’ needs 
of knowledge of English accounting terminology and their ways of analysing it and their analyses 
of the students’ academic language deficiency and their learning needs.  
In this study, accounting terminology or terms were defined broadly as terms used in any 
accounting activities. For example, lecturers and AA referred to the recording activities associated 
with journal, ledger, or financial statements as they mentioned these sequential series of recording. 
They also included the types of financial statements such as balance sheet and income statement; 
the components of a financial statement such as asset and liabilities, and accounts in each 
component such as account receivable and expense. Referring to these by both English and 
Indonesian terms, for ease of reading, the English terms are used here.  
Target Situation Analysis (TSA) 
The accounting lecturers and AA discussed issues of economic globalization, free trade, and 
foreign investments in Indonesia in relation to the students’ needs of English for accounting. They 
did not refer to any particular source of information regarding these issues, but perceived that 
generally foreign investments and the interactions of businessmen in the era of global economy and 
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free trade had impacted not only on the way businesses prepared their financial statements but also 
on the way they communicated. Their views led to two categories of needs identification: 
knowledge of English accounting terminology and English communicative competence. As the 
latter category of needs was discussed in Chapter 5, the analyses in this chapter predominantly 
focus on English accounting terminology.  
Two accounting lecturers out of five and AA related the issue of economic globalization to 
bilingual financial statements. Joni reported the needs for financial reports in Indonesian and 
English in relation to foreign investments in Indonesia:  
Jo : [99] We have been in the area that needs bilingual financial reports. [105] Business investments 
have been across countries. They affect accountancy and financial statements. The parties to 
whom the statements are sent are not only Indonesian businessmen but also foreigners whose 
international language is English.  
With the incoming foreign investments, Joni assumed that the students would deal with bilingual 
financial reports in their future jobs and needed to learn ‘standard financial reports’:  
Jo : [132] We need to teach the students what the standard (financial) reports are. They should be 
familiar with the term statement instead of report, for example, statement of changes in equity 
… [138] … and then, biaya tetap (fixed cost) … [142] if they are not familiar, they will 
translate it into fixed expense instead of fixed cost.  
However, what was needed, as he clarified further, was the need to understand specific English 
terminology of financial statements. Furthermore, he reported that the task he assigned to his third 
year students was to download samples of bilingual financial statements of public companies in 
Indonesia and to familiarize them with the terminology used in the reports. His attention to 
developing this was evident when he explained that this knowledge was critical in accounting and 
the students were weak in this area. This meant that his target situation analysis was intended to 
address the gap between what he perceived as needed in the target situation and what he perceived 
as a deficiency in the students.  
Yani also considered the issue of free trade in her discussion of the students’ target needs 
and reported that a number of local companies went public which consequently affected their 
financial statement presentations. She acknowledged that the International Financial Reporting 
Standards (IFRS) would soon be in effect and this might also affect the presentation of financial 
statements as the international body would impose some rules for uniformity. This was also a 
consideration for Imron who explained that in the global economy, the international standardization 
might affect Indonesian national accounting standards because of the presence of multinational 
companies in Indonesia. Similar to Joni, Yani’s and Imron’s analyses of the target needs were 
related to financial statements in English as Yani said: 
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Ya : [215] Before I discussed financial statements, I assigned the students to download some samples 
(of financial statements) in the internet. I gave them the site addresses to let them see that the 
reports (the financial statements) were mostly written in English.  
Yani provided her students with examples of authentic financial statements of the Indonesian 
context through internet access. Her purpose was to encourage them to learn the English accounts:   
Ya : [50] … my hope is that when they work, at least they have been familiar with balance sheet and 
its accounts.  
Like Joni, she paid attention to teaching English accounting terminology for financial statements 
and accounts. Imron also focused on terminology, but as discussed in Chapter 5, he also emphasized 
the necessity of communicative competence for discussions of work-related tasks. 
Similarly, regarding the issue of bilingual financial reports of BUMN (State-Owned 
Enterprises), AA also acknowledged the needs for the students to understand the English 
terminology of accounts. He illustrated the problem that might arise if workers did not understand 
the terminology: 
AA : [231] When they (the students) work … [233] say in a brokerage firm where they have to 
understand financial reports of various versions, if they deal with a ‘PMA’ company (a 
foreign-capital invested company), they face a financial report which is presented in English. 
If they do not understand the (English) accounts, they can possibly make a wrong financial 
analysis.  
AA thought that a lack of understanding English accounts might cause a wrong financial analysis. 
He emphasized the necessity of knowing the terminology and his reference to the responsibility of 
financial analysis that the graduates might face in their future jobs was allied with Afgan’s report. 
Afgan acknowledged that graduates of the D-III Accounting Program might analyse financial 
statements and give presentations using as an example the work of an alumnus who was a corporate 
secretary in a state-owned enterprise. However, despite the high level of linguistic skills required in 
relation to financial analysis, both Afgan and AA prioritized the needs of knowledge of English 
accounting terminology. Furthermore, although Oon emphasized the need for communicative 
competence as discussed in Chapter 5, he also asserted the primacy of knowledge of English 
accounting terminology: 
Oo : [429] … they (the students) have to familiarize themselves with the (English accounting) 
terminology because when they work in the accounting field they will inevitably deal with that 
foreign terminology. 
This priority for terminology knowledge as perceived by the accounting lecturers and AA 
might be derived from their beliefs that, in terms of language mastery, this knowledge was basic as 
Yani said “[50] … my hope is that when they work, at least they have been familiar with balance 
sheet and its accounts”. The phrase “at least” indicated that the knowledge of understanding English 
terminology of accounts was the minimum requirement for understanding a recording activity in 
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accounting. This association of terminology knowledge to minimum requirement was evident as 
AA acknowledged that the students frequently used ‘strange’ terms such as ‘big book’ (ledger), 
‘little cash’ (petty cash), and ‘accounting delivery’ (introduction to accounting) which were not 
used in the accounting field. His explanation was similar to that of Joni which also related to the 
students’ low mastery of English accounting terminology, a prevalent phenomenon reported by 
most of the accounting lecturers and discussed in the section of present situation analysis.  
In summary, the accounting lecturers related issue of global economy to the use of bilingual 
financial reports in business. As such, they believed that understanding English accounting 
terminology was crucial for the students as they might deal with these bilingual reports in their 
future workplace. AA and the accounting lecturers however related this need to the students’ lack of 
terminology knowledge and thus this is discussed in the next section.  
Present Situation Analysis (PSA) 
Present situation analysis (PSA) refers to stakeholders’ analyses of current factors that they 
perceived would strongly affect the students’ achievement of the needs of the target situation. PSA 
in this section comprises deficiency analysis, learning needs analysis, and environment analysis. 
Deficiency analysis refers to the stakeholders’ analysis of the students’ weaknesses in the mastery 
of the English accounting terminology, whereas learning needs analysis refers to the stakeholders’ 
preferences for improving the students’ mastery of English accounting terminology in the context of 
their analysis of English for academic purposes. Environment analysis in this context is related to 
constraints that might hinder the achievement of understanding knowledge of English accounting 
terminology as perceived by the stakeholders (See Flowerdew, 2010, for different types of 
constraints).  
Deficiency analysis: Students’ lack of accounting terminology knowledge. 
The accounting lecturers and AA related their target needs analysis to the needs for the 
students to improve their knowledge of English accounting terminology.  Joni reported that despite 
the widely used bilingual financial reports in public companies in Indonesia, the students’ mastery 
of the terminology was very low which was also confirmed by most of the accounting lecturers. 
Their target needs were thus determined based on their deficiency analysis.  
The accounting lecturers reported that the students were not familiar with frequently used 
English accounting terms. Afgan and AA reported that the term ledger, the main book containing 
all the accounts for recording and totaling all monetary transactions, was not recognized by the 
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students, instead they referred to this as big book which was generated from the Indonesian 
accounting term buku (book) besar (big). In this case, Joni added: 
Jo  : [215] Well, for the (English) needs at Polytechnic, ... What I experienced in the past (in my 
bachelor degree) I try to apply it in my class and ask the students, “ok, mention the components 
of financial statements”, they can mention some, but when I asked them to mention them in 
English, even only the title, they don’t know. That becomes our concerns. 
Joni reported that the students’ mastery of the English accounting terminology was very low as the 
students even could not recognize the basic English accounting terms which referred to the names 
of financial statements and their financial components.  
In addition, realizing the students’ low mastery of English accounting terminology, two 
lecturers reported the types of the English terms used by the students. Joni pointed out that the 
students’ English abstracts of their theses were poorly written: 
Jo   : [48] The students’ abstracts were poor.  
I     : [49] They have been supervised by the English lecturers? 
Jo   : [50] The English lecturers are correct on grammar or the gist (of the message), but when they 
use the (accounting) terms, many, many are wrong. 
Joni explained that the students’ abstracts were poor because of the wrong use of accounting terms 
revealing that the accounting terms were different from general terms and could not be literally 
translated into Indonesian. For example, he describe the difficulty in translating an Indonesian 
accounting term perputaran  persediaan:  
Jo : [153] …..for example perputaran persediaan, if (the term was) translated into turn of stock then 
I may translate it into perputaran saham, the correct one is inventory turnover, however 
persediaan can refer to either stock or inventory.   
He thought that an error of translation occurred because when the students did not understand the 
terms, they translated them word-by-word from Indonesian into English. In this case, Joni made an 
assumption of how the incorrect literal translation might occur. He assumed that the literal English 
translation of perputaran (literally means turnaround) was turn and the students might use it for 
translating the terminology. 
Similarly, Yani also analysed the students’ type of translation from abstracts of their theses. 
She pinpointed a wrong term profit and loss statement in an abstract, the translation of which was 
supported by an English lecturer. She said that the correct term was income statement and gave no 
further explanation where the mistake occurred. Her rejection of the term profit and loss statement 
might be influenced by her perception on the word-by-word translation of the Indonesian 
accounting term laporan laba rugi:  laporan = report/statement, laba = profit, rugi = loss. These 
mistakes were perceived by the accounting lecturers as translation problems faced by the students 
and the English lecturers who were responsible for helping the students write their abstract of their 
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thesis in English. Some Indonesian accounting terms which were used currently originated from the 
old versions of English accounting terms, for instance the term laporan laba rugi might be adopted 
from the old English accounting term profit and loss statement (See Langer, 1971, for the origin of 
the term before it was changed to income statement). However, it is also the case that a similar term 
profit and loss account is still used in some countries like UK (see CIMA, 2005), and therefore 
could cause confusion.  This issue related to the use of accounting terms is discussed further in the 
section on environment analysis.  
In summary, while the accounting lecturers and AA reported that bilingual financial reports 
were used in public companies in Indonesia, they found that the students lacked knowledge about 
English accounting terminology. They reported that the students were not familiar with basic 
English accounting terms and produced non-standard terms generated from word-by-word 
translation of the Indonesian accounting terms. This became the lecturers’ and administrator’s 
concern that affected their determination of the target needs. They prioritized the improvement of 
the students’ knowledge of the terminology which is discussed in the next section of learning needs 
analysis. 
Learning needs analysis: Terminology mastery through academic reading. 
The accounting lecturers ranked knowledge of English accounting terminology as primary 
target needs for the students. All of them introduced the English accounting terminology in their 
accounting instructions, but they also expected that this knowledge could be developed in the 
English for Specific Purposes (ESP) course, particularly in the English for Academic Purposes 
(EAP) course. Although they could not provide any clear idea about how such knowledge would be 
built-up, they explained why they suggested prioritizing particular language skills. These skills were 
predominantly drawn from their own academic reading experiences in their accounting courses of 
their bachelor degree program and their teaching experience.  
In the discussion of the students’ learning needs of English for accounting, Joni perceived 
academic reading skills as primary for the development of this knowledge:    
Jo    : [14] The sources I used for the (accounting) lectures (in the bachelor degree study) were 
written in English, they were rarely translated. [21] There are terms in accounting, in terms of 
language, they are different from general English. Learning them should use English literatures. 
[25] … for example, window dressing, fortunately I remember this, it cannot be translated 
literally…, in accounting it refers to a financial report which is embellished or blown up.  
Reflecting on his academic reading experiences, Joni viewed that accounting terms were best 
learned through reading the English accounting materials as some of the terms could not be 
translated literally. He also reported that in his academic reading he focused on learning the 
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vocabulary without learning much grammar because the language of accounting was standard and 
the vocabulary was not so diverse, as he said:  
Jo   : [44] I think the language of accounting is standard, the vocabulary is not so diverse, and 
accounting is about adding, subtracting, calculating, and then reporting. The statements and the 
language are standard so that I did not learn much grammar.  [49] I concentrated on the 
vocabulary, when I learned a (accounting) book and could understand chapter 1 and 2, the rest of 
the chapters became easier to understand. 
He explained that learning from an English accounting book by focusing on vocabulary to 
understand the first two chapters made it easier for him to learn the rest of the chapters. Based on 
this experience, Joni perceived that reading skills were important for the students. However, he 
acknowledged that requiring Polytechnic students to read an English accounting book was 
burdensome as the goal of the Diploma III Polytechnic education was different from that of a 
bachelor degree. Since he found that vocabulary learning was useful and his focus was on bilingual 
financial reports, for ESP courses he suggested concentrating on the improvement of the students’ 
knowledge of the English accounting terminology, but gave no further information on how this 
might be developed in reading activities.  
Joni also ranked writing skills highly but only focused on the needs for knowledge of the 
English accounting terminology:  
Jo    : [387] I did not mean writing with correct grammar, what is important is that the accounting 
object and its context are true… [399] In my experience, if the error is not fatal, I frequently 
correct the English accounting terms of my advisees’ abstracts. [451] I force (the students) to use 
English terms in auditing, but in fact the object of auditing is financial statement which is 
introduced in Indonesian, this makes the teaching unsmooth. ….they know audit risk, audit 
procedure … because I force them (to use the terms), but when I discuss …. that the object of 
control risk is internal accounting structure/system, they do not know because they are only 
familiar with SPI (sistim/struktur pengendalian intern, the Indonesian term for internal 
accounting structure). 
In contrast to the English lecturers’ common belief in the necessity of grammar, Joni viewed that 
appropriate use of terminology in writing was more important than grammar. However, the basis of 
his analysis was deficiency analysis related to the students’ lack of terminology knowledge. In his 
auditing lectures, he indicated that the students were familiar with the terms used in auditing such as 
audit risk or control risk because he required them to use those English terms. However, when he 
mentioned internal accounting structure which was related to accounting system, they were not 
familiar with the term because they only recognized the Indonesian term to which they had been 
exposed. Similar to his description of reading skills, Joni only concentrated on the needs for 
knowledge of the English accounting terminology and did not specifically discuss writing skills.  
In contrast to Joni, Yani provided a more thorough account of why reading for academic 
purposes was necessary. She argued that to understand the accounting process, students should read 
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the original book from which the accounting principles were adopted. She perceived that the 
translated books were more confusing than the original books which were written in English and 
thus reading English accounting texts was necessary. She explained that the confusing parts of the 
translated book referred to the translated accounting terminology and case study exercises. 
Therefore, she sometimes gave a copy of the original English article to the students to explain the 
case studies. However, she was not sure how academic reading in accounting might be applied in 
the ESP courses as she doubted if non-specialist teachers could understand the content of 
accounting texts which she described as very complex: 
Ya :  [395] …accounting book is complex, I can’t say it’s simple. …when one account is changed, it 
affects the other accounts. [405] … balance sheet, income statement, statement of cash flows, 
and statement of changes in equity are interrelated. If I change the value of an account in a 
balance sheet, I will not be able to report statement of cash flows, (they are) imbalanced, (they) 
will not match, I will change the income statement. 
Yani explained how a change in the value of an account affected different accounting records and 
could not be understood by only focusing on a single record such as a balance sheet. Therefore, 
Yani suggested the English lecturers should only focus on the introduction of the English 
accounting terminology.  
Although Yani believed that accounting texts might be too complex for non-accountants, she 
had no idea about how the terminology would be developed in the ESP courses. Instead, she offered 
an alternative for cooperation between English and accounting lecturers in providing case exercises 
in which the accounting lecturer prepared the accounting work and the English lecturer helped the 
students in communicating the case in English. Referring to the issue of cooperation, ESP has long 
been suggested to include cooperation between English and subject-specific teachers because of the 
relevance of subject-specific content to ESP (Dudley-Evans & John, 1998; Northcott & Brown, 
2006; Platt, 1993; Selinker, 1988; Swales, 1986; Yin, 1988; Zhang, 2007). Nevertheless, this 
cooperation had been less developed in ESP education in this institutional context (See also Chapter 
1 for EAP in the Indonesian context). This was evident as the other accounting lecturers also raised 
doubts about how terminology would be developed in ESP courses.  
Similarly, Oon and AA also paid attention to the improvement of the students’ mastery of 
the accounting terminology while they shared their experiences in academic reading. Oon perceived 
that providing a list of terminology in reading activities could help the students recognize new 
terms, but he acknowledged that reading an English accounting text was not easy for the students 
particularly if they had no background knowledge.  He perceived that understanding an accounting 
concept through reading texts in the students’ own language was important before they were 
introduced to English texts:  
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Oo : [360] My peers, freshmen, had difficulties in understanding an English accounting text, while I 
myself, a transfer student, found no difficulties as I had already learned (in Indonesian 
language) and taught the text. [368] I wonder how to make them (the students) understand the 
definition of a (English accounting) terminology if we teach them in an English course because 
even with Indonesian language they may still have difficulties in understanding it  
Therefore, Oon doubted if the students could understand the terminology if they learned it in their 
English course. Similar to his colleagues, he was not sure how English accounting terminology was 
taught in the ESP courses. Likewise, AA also had no idea about it even though he stated that ESP 
should be optimized to support the improvement of the students’ knowledge of the terminology. 
These accounting lecturers’ vagueness about the teaching of English accounting terminology in the 
ESP courses provided strong evidence that they did not know what was going on in the ESP 
courses. This revealed the absence of coordination between them and the English lecturers. This 
lack of coordination as perceived by the accounting lecturers is discussed further in section on 
environment analysis.  AA however came up with an idea to support the enhancement of the 
students’ knowledge of the English terminology in the accounting courses. He thought that the 
standard English terminology could be included into the Indonesian accounting handbooks so that 
when the students were introduced to new Indonesian terms, they were also exposed to the standard 
English terms as he said: 
AA : [313] Let me take a research methodology handbook, what is needed is like this – not 
excluding the standard (English) terms when new (Indonesian) terms were introduced . 
AA considered that such a task became the responsibility of the accounting lecturers.  
To summarize, as all the accounting lecturers agreed on the necessity of knowledge of 
English accounting terminology, they expected that the knowledge could be developed in the ESP 
courses in parallel with them developing it in their own accounting courses. Reflecting on their 
academic reading experiences in their own former studies, they predominantly preferred the 
development of academic reading skills in the ESP courses to enhance the students’ terminology 
knowledge, but took the view that accounting texts were too complex for the English lecturers. 
Therefore, they only provided suggestions to focus on the enhancement of knowledge of English 
accounting terminology without specific discussion of accounting academic texts.  
Environment analysis.   
In the lecturers’ analyses of the students’ learning needs, they identified constraints that 
might hinder the achievement of knowledge of English accounting terminology. Their environment 
analysis is presented based on two major themes. These are discrepancies between the Indonesian 
and English accounting terms and the necessity of cooperation between English and accounting 
lecturers. 
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Discrepancies between Indonesian and English accounting terms. 
In discussing the advantages of learning accounting from the original books, some of the 
accounting lecturers acknowledged the discrepancies between the Indonesian and English 
accounting terms. Yani reported that the Indonesian translated versions were confusing, particularly 
for the case study exercises in which accounting terms were used: 
Ya    : [327] …. but a number of books that have been circulated here are translated versions. The 
description of the theory is fine, more or less can be predicted, but when it comes to case studies, 
the language is bad. Cost, in fact, has been translated into a number of definition harga pokok, 
harga perolehan, or biaya. The translation version uses biaya, but I think that’s wrong, biaya is 
expense. 
Yani found discrepancies in the translation of English accounting terms to those of Indonesian. For 
example, she considered that the term cost should refer to the Indonesian term harga pokok or 
harga perolehan, and biaya was not the correct translation because it referred to expense. As 
previously discussed, Joni also acknowledged discrepancies between English and Indonesian 
accounting terms and provided as an example the term persediaan which could refer to either stock 
or inventory which had separate meanings. In this case, Oon was more concerned with the 
designation of accounting objects and its relation to the process of recording financial data. He was 
concerned about how to explain the English accounting terms to the students particularly for terms 
with separate meanings, the difference of which was subtle: 
 Oo  : [407] …. for example we give the definition of cost and expense, …expense is actually 
expired cost, that is cost the benefits from which expire, I think we have to give many examples (of 
case exercises). [413] That’s only my concern, there is no research yet (in this case). [419] …for 
example a company spent 500 million rupiahs for a machine and for instance the (machine) 
depreciation is five years, so in the first year the expense is 100 million rupiahs (20% of the cost).  
Oon believed that providing the definition of a term merely might not help the students understand 
it, instead many study case exercises should be given to them to understand the recording process.  
This meant that the needs for knowledge of English accounting terminology might not be simply 
related to recognizing the terminology in both languages (English and Indonesian), but would 
demand more guidance and teaching about the structure of the terminology and how it related to the 
content and practice of the accounting itself.   
As the lecturers identified that one English accounting term had two or three corresponding 
terms in Indonesian or vice versa, the difficulties the students encountered in understanding the 
terms in English might also lie in the discrepancies between the Indonesian and English accounting 
terms. As Oon reported, the discrepancies were of some concern to the accounting lecturers 
particularly as to the best way to explain the terms to help the students understand the intended 
financial recording. While Oon’ analysis of the discrepancies resulted in his suggestion for the 
accounting lecturers’ provision of more study case exercises, the accounting lecturers’ 
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acknowledgement of these discrepancies might also provide insights into the area in which the 
English and accounting lecturers might cooperate as the study of terminology is also related to 
register analysis.  
Lack of coordination in the teaching of English accounting terminology. 
The accounting lecturers were involved in the introduction of the English accounting 
terminology and expected that the ESP courses could support the teaching of this terminology. 
However, Joni and AA indicated that there had been a lack of coordination between the two groups 
of lecturers. Joni’s analysis of the lack of coordination between the two parties in the teaching of 
accounting terminology was evident particularly in the way he analysed the students’ abstracts. He 
implied that those who taught and allowed the students to use both terms statement and report 
interchangeably were the English lecturers who supervised the English version of the students’ 
abstracts:  
Jo  : [131] If the students are taught to use either statement or repot such as profit and lost report, 
well, I think they will understand, but we need to teach what the standard terms are. ….. I found 
many, many cases (of the use of non-standard terms). 
Later in his interview, he expected that the accounting lecturers would prepare accounting materials 
for the ESP course: 
Jo : [451] The accounting lecturers should first select what needs to be introduced to the students - 
the standard (English) terms like inventory turnover – before discussing with the English 
lecturers. 
However, when he was asked about what he would suggest for the teaching of ESP, in his response, 
he doubted whether collaboration existed between the English and Accounting lecturers: 
Jo  : [527] Have we made any collaboration? That’s the question. When do the English and accounting 
lecturers sit together? Only when discussing the abstracts? 
Likewise, AA, who expected support for the teaching of the terminology from all the 
English and accounting lecturers, also talked about the necessity of coordination between the two 
parties: 
AA : [295] If we have ESP, why don’t we optimize it? On the other hand, I expect the accounting 
lecturers themselves occasionally teach the English terminology and provide English case 
exercises to the students [299] There should be collaboration. 
AA, however, signalled the urgency of collaboration between the English and accounting lecturers.  
Despite the necessity for collaboration between the two groups of lecturers, as identified by 
AA and Joni, the needs for collaboration among the accounting lecturers themselves were not 
discussed by the accounting lecturers. As indicated by AA and Joni, they only expected that the 
130 
 
accounting lecturers would introduce the English terminology to the students in their accounting 
courses. Joni could not confirm whether the other accounting lecturers taught his students the 
English terminology as he did: 
Jo : [454] I do not know, I never teach accounting in the early semesters, I teach in semester 5 and 6 
for auditing. [465] I sometimes give a test in English ...  [476] For the (teaching) materials, for 
example, when I explained about ‘opinion’, I told them (the English terms) ‘auditor opinion’ 
and the title of the report ‘independent auditor report’. 
In addition, although Afgan indicated that there was an agreement among the accounting lecturers 
to provide accounting exercises in English to familiarize the students with the terminology, the 
agreement was informal: 
I      : [239] Has it been discussed among the accounting lecturers? The needs of the students for 
English?  
Af   : [241] Basically they have agreed to provide (accounting) exercises in English. 
I      : [ 242] What’s the objective of providing exercises in English? 
Af   : [243] To specifically familiarize the students with accounting terms in English, secondly to 
make them practice their English. 
I      : [245] Is that formal agreement? 
Af   : [246] No, not yet, but when we gathered that’s the essence (of what we agreed). 
 
A similar informal agreement was also reported by Yani in her discussion about the introduction of 
IFRS to the students: 
I      : [137] (You said) the lecturers are expected to introduce this (IFRS) (to the students), is there 
any instruction? 
Ya   : [138] …. No, no there is no instruction but we have to give this (to them) 
I      : [139] So is it individual? 
Ya   : [140] Our colleagues, some colleagues (said), “let’s inform this to our students”, we do not 
want them to be like ‘frogs trapped in a coconut shell’ (laughing).  
Yani also reported that her encouragement to her students to recognize English terms was not 
upheld by the present curriculum: 
Ya     : [101] No, (it is) not (stated) in the curriculum. Curriculum only explains ‘kas’ (cash). For 
example (pause), no not curriculum, curriculum only states ‘Akuntansi Pengantar’ (Introduction 
to Accounting), then the syllabus delineates kas (cash), piutang (account receivable), persediaan 
(stock, inventory), like that.  
She pointed out that the curriculum only contained the name of the course ‘Pengantar Akuntansi’, 
while the syllabus delineated some types of accounts in Indonesian. Thus it was apparent that 
despite the lecturers’ identification of the students’ low mastery of the English terminology and 
their strong encouragement for the students to learn English accounting terminology, there was a 
lack of coordination among them in the teaching of those terms.  
In summary, AA and Oon were concerned about the lack of coordination between the 
English and Accounting lecturers in the teaching of the standard English accounting terms. While 
they thought that collaboration between the two parties was necessary, they and the other 
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accounting lecturers did not see any urgency in developing a formal coordination mechanism 
among them to discuss the teaching of the terminology, relying on the informal agreements they 
made for introducing the terminology to the students. 
Issues of Lecturers’ and Administrator’s Practices of Needs Analysis of English for 
Accounting 
The increasing global economic activity had become the subject of discussion for the 
accounting lecturers’ and AA’s target situation analysis (TSA). They perceived that the global 
economic activity had impacted on the presentation of financial reports that resulted in the wide use 
of bilingual financial statements, samples of which had been used by the two accounting lecturers, 
Joni and Yani, to show to the students about their use in the target situations. However, despite their 
reference to corporate bilingual financial statements, their analyses of English use in the field of 
accounting for occupational purposes were limited to English accounting terminology. Their TSA 
was pragmatic as they relied on their assumption that the students would deal with these bilingual 
financial reports in their future jobs. Thus they were only able to specify that knowledge of English 
terminology related to accounts and financial statements was the target needs that the students had 
to achieve. Even though discipline specific teachers have hitherto been the sources of the students 
needs for academic purposes either in ESL contexts (e.g. Bosher & Smalkoski, 2002; Huang, 2004; 
Jackson, 2005) or in EFL contexts (e.g. Atai & Nazari, 2011; Bacha & Bahous, 2008; Zughoul & 
Hussein, 1985), little has been understood about their perspectives of workplace English needs in 
relation to the students’ specific discipline. The sources they used in determining the skills have 
also been less investigated. The present study provides evidence of the accounting lecturers’ limited 
knowledge of the use of English in the workplace accounting practices. 
In their present situation analyses, the accounting lecturers and AA were concerned with the 
immediate needs for improving the students’ knowledge of English accounting terminology. They 
acknowledged that while knowledge of English accounts was basic, the students lacked this 
knowledge. This implied that their TSA was predominantly drawn from their analyses of the 
students’ deficiency in this area of knowledge.  In addition, their analyses of the students’ learning 
needs relied on their individual analyses of their academic English based on their own bachelor 
degree studies. Thus a dilemma arose as to how academic reading would be able to be applied in the 
ESP courses as the English lecturers were not specialists in accounting. Instead, most of them 
suggested the English lecturers should focus only on the introduction of English accounting 
terminology. These suggestions for the development of English accounting terminology in the ESP 
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courses without contextualized discussions of the terminology in academic accounting texts has 
pedagogical implications for ESP education that are discussed in Chapter 8. 
Nevertheless, the accounting lecturers’ beliefs in the importance of the terminology 
knowledge aligned with the centrality of terminology in the accounting disciplinary practice. Parker 
(1994) stated that “the discipline of accounting is peculiarly dependent on terminology” (p. 47). 
Terminology in accounting is a concept verbalization (Evans, 2010a) which is closely linked to “the 
nature and content of accounting practice” (Potter, 1999, p. 47). Thus the issues the accounting 
lecturers raised related to discrepancies between English and accounting terms would need a more 
thorough discussion of the uses of their terms in accounting practice. However, little was known 
about the extent to which they discussed the accounting terminological conceptions with the 
students. They paid attention to case study exercises and the students’ poor terminological 
translations. In one aspect, their focus on providing case study exercises in English might reveal 
their intention beyond terminology familiarization as Oon pointed out that more exercises were 
needed to help the students understand the different concepts in accounting such as the different 
between cost and expense. From another perspective, as they predominantly attributed the problems 
with terminology to poor translations, they might have limited knowledge about linguistic aspects 
of accounting conceptions. Register analysis focusing on technical terms classification and lexical 
and grammatical analysis (Pueyo & Val, 1996) might be an area in which the English lecturers 
could help the students improve their knowledge of the English accounting terminology. As the 
accounting lecturers suggested, cooperation between these two groups of stakeholders was essential 
as terminology was closely related to discipline-specific content.   
In line with the accounting lecturers’ reports of the students’ lack of accounting terminology 
knowledge, the students also acknowledged their learning problems with the terminology. This is 
discussed next. 
 Students’ Perspectives 
This section discusses the students’ perspectives of target situation analysis (TSA) and 
present situation analysis (PSA), focusing on the analyses of their needs for English for accounting.   
Target Situation Analysis (TSA)  
Students’ target situation analyses revealed two different target needs: English for 
occupational purposes and for academic purposes. In these two target needs, English accounting 
terminology was deemed primary. 
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Writing financial statements in English for occupational purposes and knowledge of 
English accounts. 
In the students’ discussions of the relevance of their English courses to accounting courses, 
most of them asserted that the business English course they received in the second and third level 
was essential as they learned English for business meetings and presentations. A number of students 
(S3, S8, Ss15-18) provided information about their specific needs for English for accounting for 
occupational purposes. Although they identified a similar primary need of communication 
competences as discussed in Chapter V, they also acknowledged the necessity of English for 
accounting as they thought it was their specific field and they needed it for their future jobs: 
S17 : [390] I want to work in a foreign company, my purpose (in learning English) is being able to 
communicate in English and I want to understand accounting in English. 
S15 : [400] Accounting is our field, mostly we will work in this field. It requires writing (skills), 
knowledge of accounting terms, and speaking (skills) for interaction in the workplace, I think 
formal English. 
When asked about his goal for learning English, S18 reported that English was important as he read 
on the internet that all foreign-invested companies would be presenting their financial reports in 
English by 2017. In addition, he explained that when he did work practice in a Japanese company, 
he found that the company’s accounts were written in English: 
S18 : [364] The company is owned by the Japanese, for accounting all the accounts are written in 
English.  
Student S15 also focused on accounts and financial recording. She conducted her work practice in a 
local bank and revealed that the computerized financial recording was also done in English: 
S15 : [626] Like in banks, all the accounts are written in English, for example, click here, and then 
here, then here, all the steps are also written in English. The accounts are related to 
accounting, but if we do not know the English terms, we do not know how to treat them. (An 
account) should be reconciled or what? Like B (a name of a local bank), all its accounts are 
written in English and so are the steps. 
She experienced difficulties in understanding the accounting process during her work practice 
because she was not familiar with the English accounting terms and consequently did not know 
what to do with them.  
Other students (S16, S8, S3) obtained information about the needs of English for accounting 
in the work place from different sources. Student S16 reported that many financial reports he found 
in the internet were written in English and therefore he needed to be able to write the reports in 
English: 
S16  :[92] We really need it (English for accounting). [95] What I see when I browsed in the internet 
to find samples of income statements, I found that most of them, either from local or foreign-
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invested companies, were written in English. In accounting we need writing the (financial) 
reports.  
Student S8 got information about her target needs after having informal talks with her friends who 
did their work practice at Chevron and Newmont, where they learned that financial reports were 
written in English. The reports from the two students concentrated on the use of English in financial 
reports in either local or foreign-invested companies. On the other hand, student S3 reported the 
IFRS socialization that he attended:   
S3 : [406] There was socialization from the IFRS body itself, but I do not really know how IFRS will 
affect SAK (Standar Akuntansi Keuangan, the financial accounting standards used in 
Indonesia), we are going to graduate soon, what if IFRS is applied when we graduate? S3’s 
monologue: “What have you got?” “Nothing, I learned SAK”. 
He was worried that if the international accounting rules might be soon in place after he graduated 
from the Department, he would be disadvantaged because what he had learned was the Indonesian 
financial accounting standards. With the socialization conducted by the IFRS body, he assumed that 
IFRS would affect the presentation of financial statements in multinational companies in Indonesia. 
These three students identified their target accounting needs in relation to the use of English for the 
presentation of financial reports in the workplace. Thus, as student S16 indicated, they needed 
knowledge of writing financial reports in English.  
In short, drawing from sources such as work practice, the internet information, and IFRS 
socialization, some students derived their needs related to their specific discipline from the presence 
of financial statements written in English and found in either local or foreign companies. Their 
attention also focused on the use of English accounting terms for accounts. One student who 
referred to the necessity of understanding English accounting terminology revealed that she 
experienced difficulties in understanding an accounting process during her work practice because of 
her unfamiliarity with the English accounts. Therefore, these students perceived that knowledge of 
English accounts and being able to write financial statements in English were necessary for their 
future jobs.  
Reading accounting textbooks for academic purposes and knowledge of English 
accounting terminology. 
Besides identifying English for accounting for occupational purposes, a few students 
reported their needs for English for academic purposes. One student acknowledged her needs in 
relation to her academic reading activities, while others reported their needs to understand English 
accounting case exercises assigned by the accounting lecturers. Their academic needs are discussed 
in relation to deficiency and environment analyses as they were closely linked. 
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In the discussion of her accounting reading activities, student S15 reported her needs of 
English for academic reading. She acknowledged that the discussion of cost accounting in a 
standard accounting textbook was much more detailed than a similar discussion in an Indonesian 
textbook. She wanted to understand the English accounting book as she found that the book was 
more complete. However, she reported that she and her friends had trouble understanding the 
English version:  
S15 : [66] …. we have never been taught to understand the accounting books which are written in 
English. [73] ….. We lacked knowledge of English for accounting and the English accounting 
terminology was difficult to understand. 
She perceived that the problems she and her peers encountered lay in their lack of knowledge of 
English for accounting and their poor understanding of the English accounting terms. In addition, 
she perceived that she and her peers had never been taught to learn from English accounting books 
in their accounting courses. Similarly, while student S16 acknowledged an accounting case exercise 
assigned by an accounting lecturer, he reported a similar difficulty and added that the lecturer gave 
an English exercise without prior explanation of the terms: 
S16 : [77] Perhaps, my difficulty is similar, in a lecture an accounting lecturer gave an English case exercise 
(to the class), but neither did we know the terms nor did a lecturer teach them, nor were we taught in the 
English course. We ourselves had to find them, sometimes translate them word-by-word, but the terms 
were different.   
The complication encountered by student S16 was not understanding the English accounting terms 
because they were not taught in either their accounting or English lessons. Moreover, even though 
he frequently used Google translate or a translation tool to help him understand the terms, he 
admitted that word-by-word translation did not help.  
These two students acknowledged their needs for English for academic purposes. However, 
their reports mainly focused on their difficulties in dealing with accounting texts and case exercises 
which were presented in English. They also perceived that there had been a lack of teaching 
accounting in their English courses either in terms of accounting terminology or for academic 
reading and thus they experienced difficulties in the two academic activities they described. The 
next section discusses these issues from the perspective of environment analysis.   
Present Situation Analysis (PSA) 
A number of students related their occupational accounting needs to knowledge of English 
accounting terminology and being able to write financial statements in English. The discussion of 
the present situation analysis in this section focuses on their environment analysis while taking into 
account their deficiency analysis. These are presented based on two themes: the inadequacy and 
complexity of learning the English accounts in the Department.   
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Limited discussion of English accounting terminology. 
Two students acknowledged that there was limited discussion of English accounting 
terminology in either accounting or English courses: 
S1 : [471] ….. I’m still concerned about financial statements. 
I    : [473] You think, you may be required to write them in English (in your future jobs) but the 
(English accounting) terms had not been intensively discussed? 
S2 : [474] No, sometimes not at all 
S1 : [475] No, neither in accounting (course) nor in English (course), like rekening koran4 (a bank 
statement or an account statement), what’s in English? 
S3 : [476] Newspaper (all laughing) 
As these students talked about their English learning goals, student S1 was concerned about writing 
financial statements in English in her future job as she and her friend reported that the English 
accounting terminology had not been discussed in either their accounting or English courses. Two 
other students (S6, S3) also reported that in the second level course, they were once taught English 
accounting terminology by an English lecturer, but it was not up to their expectations as indicated 
by S3: 
S3 : [361] The terminology (that we got in our ESP course) was related to accounting, but we were 
not taught about how and where the terms were used. [367] The terminology (that was taught to 
us) was limited, while in accounting there are many, many accounts, what had been discussed 
was less than one fourth. The discussion was only about what this and that meant. 
Student S3 acknowledged that despite a large number of accounts used in accounting, the 
terminology he learned in the English course was less than one quarter of what was required. As he 
reported, the discussion only focused on definitions. There was no further explanation as to how 
and where terms were used. Student S4 described his difficulty with an example of differentiating 
the uses of two terms: 
S4 :  [370] This means that we still get confused in differentiating cost from expense, why they are 
placed differently (in the accounting recordings). While we are still troubled in understanding 
this, in Indonesian there are different rules. What we are worried about is that when we write 
our theses in English, then we find that these terms should be used while their uses are still 
ambiguous.  
He analysed his lack of understanding of the uses of the terms cost and expense, particularly why 
they were positioned differently in the accounting recordings. He was concerned with the two terms 
because they might become the subject of discussion in his thesis.  He further confirmed that from 
his perspective, this terminology was not discussed in detail: 
S4 : [421] The terms were not discussed in detail. Say this is the English term, this is its definition, 
and this is its uses.  
                                                        
4 Koran is a commonly used Indonesian term for newspaper 
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These students indicated that the number of the English accounts taught to them was very limited. 
Moreover, detailed discussions of the uses of the terminology were not provided. 
Complexity of terminology discussion. 
However, apart from the students’ reports that the teaching of the English accounts was 
inadequate, two students acknowledged the complication of discussing accounting terminology with 
an English lecturer:  
S15 : [564] When we prepared a presentation and discussed the job description of an accounting manager, we 
used some (English) terms in accounting such as planning budget, the (English) lecturer did not agree to 
use the term…. 
S18 : [569] Like the term cost of goods sold, the lecturer did not allow to use the term.   
S15 : [577] Harga pokok per unit is similar to harga pokok produksi … [581] The English lecturer suggested 
price per unit, but in accounting cost of goods sold is used. 
The students acknowledged that a discrepancy arose when they preferred to use an English 
accounting term with which they were familiar, whereas an English lecturer corrected the term 
based on literal translation appropriateness that he or she assumed. They gave as an example, the 
term price per unit as the term suggested by the lecturer, whereas they themselves perceived cost of 
goods sold as the standard term used in accounting. However, while they recognized that in 
accounting price was not commonly used for the term harga, which literally means price, they had 
trouble in selecting standard English accounting terms for the Indonesian accounting terms they 
referred to.  
To address this problem, student S15 expected the English lecturers to learn accounting 
terms:  
S15 :  [550] Perhaps, I think English lecturers would learn accounting terms and give assignments related to 
accounting  so that we are encouraged to learn (them). …(we recommend that) they should understand 
accounting as they teach at the Accounting Department in order that they can help us. Sometimes they 
only understand English and do not know accounting, it is perplexing because we want this and they 
want that…. 
She perceived that the English lecturers could help the students learn the terminology if they 
learned accounting.    
In brief, while thinking of their occupational needs, the students attributed their lack of 
knowledge of English accounting terminology to the learning environment in the Department. They 
perceived that they encountered problems in learning English accounts for two reasons. First, 
English accounting terminology was insufficiently discussed by both the accounting and the English 
lecturers, and second, there were discrepancies between the accounting terms used by the students 
and those suggested by the English lecturers. Thus one student perceived that it was necessary for 
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the English lecturers to learn accounting for the purpose of helping the students learn the 
terminology. 
Issues of Students’ Practices of Needs Analysis of English for Accounting 
The students’ identification of their English needs for accounting were oriented to 
occupational purposes, but limited to English financial statements and English accounts which they 
found on the internet or during work practice. One important part of their target needs analyses 
revealed that only a few students identified the need for reading English accounting textbooks for 
academic purposes. This need was driven by their personal motivation for getting more information 
about accounting knowledge as these students also perceived that there had been limited discussion 
of English accounting texts except for case study exercises.  
Apart from the students’ limited analysis of target needs, they were aware of their deficiency 
in knowledge of English accounting terminology, as they faced problems in dealing with a financial 
recording in the workplace during their work practice and in reading academic accounting books. In 
addition, their awareness of their learning needs was mostly derived from the learning problems 
they encountered. They identified unfavourable learning conditions in their accounting courses and 
English (ESP) courses that affected their success in the mastery of the terminology. Some of the 
learning problems they identified were inadequate discussion of English accounting terminology, 
the provision of study case exercises without prior explanation of the terminology, and different 
uses of accounting terms as identified by the students and the English lecturers. In addition, these 
students believed that the English lecturers were not well-informed about the accounting 
terminology and thus suggested the lecturers to learn accounting terms.  
Students’ analyses of accounting needs revealed that while they had limited knowledge 
about workplace accounting needs, they could provide more comprehensive information about their 
learning experiences either in their specialist courses or ESP courses. Nevertheless, the students’ 
expectations for the English lecturers’ willingness to learn accounting to help them with their 
problem of terminology mastery raises issues not only related to the English lecturers expertise, but 
also the extent to which the English and  accounting lecturers were expected to contribute in ESP 
education. These issues are discussed in Chapter 8. 
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Interplay between Stakeholders’ Practices of Target Situation  
and Present Situation Analysis 
The needs analysis practices of the target situation and present situation of all the 
stakeholders indicated that they examined the students’ accounting needs pragmatically. Their 
identification of English language use for accounting for occupational purposes was limited and 
confined to the identification of bilingual financial statements of public companies which were 
available on the internet. Their reference to these workplace accounting texts was associated with 
the students’ needs for knowledge of English accounting terminology which they drew from the 
students’ lack of this knowledge.  
In ESL contexts, analysis of academic language deficiency was commonly drawn from the 
problems encountered by students when they were engaged in English for academic purposes (e.g. 
Flowerdew, 2010; Jackson, 2005; Leki & Carson, 1997). ESL students directly met their immediate 
needs for English such as discipline-specific lectures in English, reading English academic 
textbooks, and writing in a disciplinary course and research papers. In this study, the accounting 
lecturers focused only on English accounting terminology and did not involve the students in 
reading accounting texts in English. Accounting concepts were dominantly taught in Bahasa 
Indonesia. Some of them reported that reading academic texts in English were burdensome for the 
students. Thus, as indicated by most of the lecturers, knowledge of English accounts was the 
minimum requirement for the students. This requirement might be specific to a particular level of 
tertiary education in some EFL contexts like the one in this study. It provided evidence that there 
were limited uses of English for academic purposes despite the Government agenda emphasizing 
English for academic purposes for the absorption of science and technology (e.g. Hamied, 2005; 
Huda, 1999; Sadtono, 1995). Possibly because of these limitations, they focused on the students’ 
mastery of terminology knowledge. Furthermore, there was also ample evidence that the accounting 
lecturers had limited communication with the English lecturers as they admitted that they had no 
idea about how accounting terminology would be discussed in the ESP courses.  
The accounting lecturers’ beliefs about the importance of the terminology knowledge, 
however, aligned with the centrality of terminology in accounting practice. Terminology in 
accounting is closely linked to the content of the accounting practice itself (Evans, 2010a; Parker, 
1994; Potter, 1999). Thus, these stakeholders’ reference to English accounts was related to their 
concerns about the students’ understanding of designations of accounting objects in English as well 
as processes of recording financial data in English. Although their analyses of this knowledge were 
pragmatic as they relied on their daily instructional practices and their own experience in academic 
reading in their bachelor-degree study, they took into account a number of factors in their analyses.  
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These factors comprised students’ use of English accounting terminology as reflected in the 
abstracts of their theses and their search for case study exercises to enhance the students’ 
terminology mastery. Furthermore, they also examined discrepancies between English and 
Indonesian accounting terms as found in some translated versions of accounting textbooks and 
reflected on their own academic reading experience to help the students with the terminology. 
These suggested their multilayered analyses of the students’ needs for the present situation. 
However, as their target situation analyses (TSA) were predominantly drawn from the students’ 
deficiency of the terminology knowledge associated with the use of bilingual financial reports in 
go-public companies, their TSA indicated that they had limited knowledge of English needs for 
accounting occupational purposes. A gap might occur between English accounting practices in the 
academy and the workplace. It was evident as their analysis heavily relied on their analysis of the 
students’ deficiency discussed next. 
The students’ present situation analyses (PSA) showed that the basis of their analyses was 
their learning experiences in their accounting courses and ESP courses. They reported that they 
were troubled in understanding English accounting terminology which aligned with the accounting 
lecturers’ perceptions of their poor mastery of the terminology knowledge. Their PSA revealed their 
learning difficulties, some of which they felt were due to the lecturers’ instructional models. They 
identified that there were inadequate discussions of English accounting terminology both in 
accounting and ESP courses. These students pointed out that case study exercises provided by the 
accounting lecturers did not adequately help them understand the terminology because there was 
limited information about what, how, and when the terminology was used. Their PSA also provided 
insights into how different disciplinary backgrounds might bring about different conceptions of 
terminology. The students acknowledged that in their preparation for a business role play, they and 
the English lecturers had different ideas about appropriate uses of some terms related to budgeting. 
This suggested that although the English lecturers focused on the development of communicative 
competencies, business presentations might require cooperation between English and accounting 
lecturers as there were discussions related to discipline-specific content that the English lecturer 
was unable to tackle. 
The stakeholders revealed that there was limited coordination between the English and the 
accounting lecturers in designing English for accounting. This study explored further the 
perspectives and analyses of the students’ needs as encapsulated in facilitated collaborative 
discussions between the English and accounting lecturers. The analysis of these discussions is 
presented in Chapter 7.  
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Chapter VII 
The Interplay between Stakeholders’ Analyses of Needs 
in Collaborative Settings 
The focus of this chapter is the analyses of English language and accounting needs as 
perceived by the English lecturers, the English administrator (EA), the accounting lecturers, and the 
Accounting administrator (AA) in collaborative settings. While Chapter 5 and 6 reported their 
individual perspectives of these needs, this chapter focuses on their perspectives during focus group 
interviews and a collaborative workshop. The focus group interviews allowed these two groups to 
share and understand each other’s views of these needs. The research purpose was to gain more 
insight into their needs analysis practices, particularly the existing cooperation between them, if at 
all, and their expectation for future improvements. The aim of the workshop was to provide a 
chance for the two groups to review the ESP syllabus and examine the extent to which the ESP 
course content had been designed in accordance with the accounting course content.  
The findings from the focus group interviews and the workshop are presented in two major 
themes related to students’ needs - English conversational skills and knowledge of English 
accounting terminology - which were prominent in the stakeholders’ discussions of needs of the 
target and present situation. There are four major sections in this chapter. The findings from the 
focus group interviews are discussed in the first two sections, and those of the workshop in the third 
section. The final section discusses issues related to the stakeholders’ needs analysis practices and 
their relationship to other research.   
To show how the two groups of stakeholders made decisions about the students’ needs and 
what they would do about them in their collaborative discussions, their present situation analyses 
are discussed in terms of potentials, constraints and compromises (Flowerdew, 2010). Potentials 
refer to factors that positively affect the students’ achievement of the target situation needs, whereas 
constraints refer to those that hinder the achievement of their goals. Compromises are related to 
instances where they accepted each other’s ideas.  
Analyses of Needs for English Conversational Skills  
(Findings from Focus Group Interviews) 
In their analyses of the students’ needs for English conversational skills, the two groups of 
stakeholders took into account a range of interrelated issues which resembled those found in the 
individual interviews. Thus they are presented based on four major themes of analysis: target 
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situation analysis, deficiency analysis, environment analysis, and learning situation analysis. The 
last three analyses are parts of present situation analyses. These analyses are presented in Figure 7.1 
to show their interrelatedness.  
Figure 7.1 Multi-layered Analyses of Needs for General English Communication Skills   
 
 
 
 
 
 
 
Figure 7.1 shows the four major types of analyses employed by the English lecturers and EA and 
the two accounting lecturers in determining English conversational skills as indicated by the 
blocked lines. The dashed lines indicate how each analysis affected the other analyses. This figure 
is explained in detail in the next subsections to show how the stakeholders determined the target 
need. Target situation analysis is first discussed. Next, their other considerations related to present 
situation analyses are discussed taking into account the potentials, constraints and compromises of 
the stakeholders. Finally, their needs analysis practices and their decisions in determining the 
central target need are summarized at the end of this section.  
Target Situation Analysis (TSA)  
The stakeholders started their needs discussion with their acknowledgement that needs 
analysis at the Department had not been well-developed.  Despite this condition, they accessed 
several sources as the basis for developing their English courses. For example, Sabar referred to the 
alumni’s information in determining the target needs:  
S : [80] As the alumni reported, specialist topics related to ESP are less relevant, they will later work in 
different field. What is needed is English as a means of communication.  
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He associated the target situation needs with the needs of English as a means of communication as 
he assumed that the students would later work in different fields which might not specifically 
require English for accounting. Farhan agreed and explained the type of communication that might 
be needed by the students: 
F : [151] I think what is important is that they (the students) can later communicate with their boss and 
colleagues who are foreigners. … It will hinder their work if they cannot converse with them. 
His comments focused on English for general communication, i.e. English for having conversation 
with colleagues and superintendents. Likewise, recalling his visit to a coal multinational company, 
Afgan, the accounting lecturer, acknowledged that general English was more frequently used than 
English for accounting. According to him, phone calls from the foreign managers were usually 
about general matters rather than specific ones. Therefore, he confirmed these as needs for general 
conversational skills. 
Nevertheless, notwithstanding their report on the alumni’s input, the lecturers did not 
provide any further elaboration on the types of communication that might occur in the workplace. 
They attributed their inadequate knowledge of the needs to the lack of formal needs analyses as 
indicated by Yani:  
Ya : [99] What Afgan said is true, we have never conducted a needs analysis, thus when we refer to alumni like 
Farhan’s and Sabar’s reports, we refer to the informal talks with them”. 
Yani explained that one obstacle to formal needs analysis was funding as she referred to a scarce 
project in curriculum design that was once conducted by the Department. This lack of formal needs 
analyses had also brought about the lecturers’ reliance on commercial books. EA and Budi said: 
I     : [162] How did you initially determine their needs? 
EA : [163] From (commercial) books.  
B    : [174] We need to pay attention on the needs of the students (for English) in industries. To what extent  
they need English, we need to know. For me, thus far the sources I have used are (commercial) books. 
Their reports showed that the stakeholders sought information about the students’ target needs from 
the available sources of informal talks with the alumni and commercial books. Their reliance on 
these limited sources meant that they predominantly assumed that the students needed general 
English conversational skills for communication in the workplace. As they asserted that they had 
inadequate knowledge of the target needs, they discussed where to focus developing the students’ 
communication skills which is reported in the next section. 
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Deficiency and Learning Situation Analyses  
This section discusses the stakeholders’ decisions in determining the students’ target English 
communicative needs based on their deficiency and learning situation analyses. The two analyses 
are discussed concurrently as they are closely linked.  
Constraints: Incoming students’ low English proficiency. 
Farhan drew the focus group’s attention to the necessity of considering the students’ present 
English proficiency. He perceived that needs analysis was used to determine the students’ English 
competencies and the role of the English lecturers was to help the specialist lecturers formulate the 
students’ English language competences: 
F : [153] We are the party who is invited to help to formulate the (English language) competencies of our 
students. We should know what we need to do with the needs analysis data.  
He perceived that the failures in English language education in senior high school had hindered the 
development of higher level English courses at tertiary level commenting:  
F : [154] …. So far the hindrance is the (English) education, if only … (the level of goal achievement at SMA 
had been high), but (the English education at) SMA is like that, we eventually think pragmatically, “What’s 
important is that their English can improve a bit”. We start with the underprepared SMA graduates, not 
with those who already achieved the targeted level of proficiency. [158] If the accounting lecturers have got 
their data, there should be negotiation, the input is like this and the expected output is like that, then we 
specify the competencies that need to be developed. 
He was concerned that if the competencies of the students needed to be formulated in compliance 
with the results of both target and present needs analyses, a negotiation should be made to reconcile 
the targeted competencies with the factual competencies of the students. His consideration of the 
two aspects was in line with other studies in the area of present situation analysis (PSA) which was 
combined with target situation analysis (TSA) (Flowerdew, 2010; Kaewpet, 2007). In these studies, 
constraints were taken into account to determine how an ESP course was redesigned to meet target 
needs. However, in this study, Farhan paid considerable attention to the low level of the students’ 
proficiency and emphasizing the necessity of adjusting the targeted competencies to the students’ 
factual competencies for maximum attainment in second/foreign language acquisition. This 
adjustment led to compromises in their practices.   
Compromises: Developing general English communication skills. 
In this subsection, compromises are related to the stakeholders’ acceptance of the necessity 
to develop general English communication skills due to their perceptions of the students’ low 
English proficiency. For example, Farhan’s acknowledgement for considering the students’ present 
language proficiency created discussion on the focus of developing the students’ English 
communicative needs. Sabar preferred concentrating on general English and reported that in his 
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ESP course in Semester 5 he reviewed grammar because the students were still not able to compose 
English sentences. Farhan agreed with his focus on general English development. He believed that 
the Department was not ready yet to produce graduates who were conversant in spoken English for 
international meetings and negotiations. He perceived that when the students had difficulties with 
their general English but were forced to give a presentation on an ESP topic, they very likely used 
specific ESP texts without sufficiently understanding them: 
F: [164] I agree to start with general English, sometimes when we impose ESP on the students, they will 
download (English texts) from any resources, but later it will be obvious they do not know what they are 
talking. Their language is so advanced, someone else’s writing, but (they) do not understand it.  
His orientation was developing general English communication skills, believing that if the students 
improved their general English, they could easily transfer their knowledge to their specific needs of 
English. Likewise, Afgan agreed to maximize the students’ general communication skills and 
believed transfer of knowledge would be easier after that.  
Heny however pointed out a different basis of analysis, reporting the necessity to take into 
account specialist content. She stated that if the focus was on general communication without taking 
into account the specific content related to the students’ discipline, their interest in their discipline 
was actually ignored, while in fact it could motivate them in learning the language:  
H : [485] We cannot ignore specialist content or English for specific purposes, as it is their (the students’) 
specific field. I think they will be interested if we can give them something related to their field. 
In response to this, Farhan suggested discussing accounting materials in reading activities and 
integrating them in general English courses. He stated that the purpose of integrating content 
materials was to arouse the students’ interest but not to enhance their accounting knowledge. Heny 
added that the selection of specific materials with appropriate level of difficulty was necessary to 
cope with the student’s deficiency. She also suggested specific materials in writing as she learned 
the students were enthusiastic in writing a company profile that was integrated with communication 
activities. Sabar and Afgan concurred with the inclusion of content materials, but their focus 
remained on enhancing communication skills.  
In sum, the stakeholders agreed to develop general English communication skills as the 
students’ proficiency was low. They believed that students’ interest in learning English was 
important and they associated this interest with the students’ discipline. They also agreed to 
integrate specialist materials in reading activities in the general English courses. The issue related to 
the inclusion of specialist materials is discussed further in the third section of environment analysis 
related to the workshop data. 
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Environment Analyses  
Environment analyses in this subsection refer to the stakeholders’ analyses of the students’ 
potential to succeed in job recruitments. As these stakeholders were concerned about the graduate 
competitiveness in the target job market, Farhan, for example, perceived that SPJ’s graduates were 
competitive enough for beating job competitions in the target situations: 
F : [67] If only the achievement level of their (the students) SMA English had been at least 60%, we could 
have started with ESP. [71] This problem has been faced not only by SPJ but also by the other 
Polytechnics. Compared to the graduates’ (English) competency of the other Polytechnics, ours is still 
superior, the input from companies showed that their (English) competency was good, even though we have 
not been satisfied at all with their English.  
Farhan thought that the English language competency of SPJ graduates was superior compared to 
that of other Polytechnic graduates. Similarly, drawing information from an alumnus whose 
position was high enough in a mining contractor company, Yani acknowledged that the graduates’ 
competencies in general were good. However, both Yani and Farhan were not able to clarify what 
‘good’ competencies meant. Sabar confirmed that information about their competitiveness was 
obtained from the alumni and many companies, while Afgan, the accounting lecturer, clarified that 
it was reported by the alumni who joined recruitment groups. Sabar added that seven alumni had 
been successful in entering the Department of Foreign Affairs which conducted its recruitment tests 
in English. He also acknowledged that in the two successive years the alumni were successful in 
attaining the first rank in their English education at the Department (of Foreign Affairs) and thus, as 
a reward, one of them was sent to Washington. He perceived that the graduates’ success in entering 
the Department of Foreign Affairs showed their competitiveness as employees to had to have a high 
level of English proficiency.  
Budi measured their competitiveness using their average score of their standardized test 
(TOEIC) which was conducted in the final semester:  
B : [579] If we compare the level of achievement, the average TOEIC score of the accounting students after 
their three-year study at the (Accounting) Department was better than those of the students of the other 
departments. Meanwhile, at the beginning of the program, the proficiency level of the incoming students of 
the other departments, say the Department of Electronics Engineering or of Chemistry, was much better 
than that of the Accounting Department.  
Budi perceived that the graduates’ achievement level was high compared to those of the other 
Departments. Thus he thought the lecturers should not be so pessimistic about students’ English 
proficiency.  
The lecturers’ reports on the graduates’ achievement levels and their success in their job 
recruitments revealed that they sought information about their competitiveness in the target 
situations. They predominantly relied on the alumni’ informal information which was typically 
broad. However, their reports showed that, to some degree, they analysed the extent to which the 
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English pedagogical instructions at the Department had contributed to the graduates’ success in job 
competition.  
Summary  
The English lecturers’ analyses of the students’ needs for communication skills had been 
influenced by a number of interrelated issues, some of which were central to their decisions in 
determining the needs. Having inadequate information of the students’ target situation needs, they 
paid considerable attention to the students’ language deficiency and their learning needs. Therefore, 
the target communication skills that they strived to achieve were related to general English.  
Analysis of Needs for Knowledge of English Accounting Terminology  
(Findings from Focus Group Interviews) 
The accounting lecturers’ discussions of the students’ needs for knowledge of English 
accounting terminology revealed similar multilayered analyses connected with interrelated issues 
that they discussed. Most of their analyses coincided with those found in the individual interviews 
which comprised the four analyses discussed in the previous section and analysis of English texts 
for academic purposes, but predominantly focused on their specialist texts and the students’ 
deficiency. They are represented in the Figure 7.2 to show their interrelatedness.   
Figure 7.2 Multilayer Analyses of Needs for Knowledge of English Accounting Terminology   
 
 
 
 
 
 
 
The figure shows that five different analyses affected the accounting lecturers’ determination of the 
needs for knowledge of English accounting terminology as indicated by the blocked lines. They 
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were target situation analysis, analysis of English texts for academic purposes, deficiency analysis, 
learning situation analysis, and environment analysis. The first two analyses are related to target 
situation, and the remainder refers to present situation. The dashed lines indicated how one analysis 
was related to other analyses. This figure is explored in detail in the next subsections to show how 
the stakeholders determined the target need, beginning with target situation analysis.  
Target Situation Analysis (TSA)  
The stakeholders asserted that they lacked formal needs analysis. They pointed out that 
investigations of the students’ needs ideally should be based on a need analysis which hitherto had 
rarely been done at the Department. Consequently, similar to the English lecturers, the accounting 
lecturers also relied on any available sources to seek for target needs information. Afgan reported an 
alumnus’ information about the target needs: 
Af : [375] Like the case of Dinda (pseudonym/an alumni), she deals with source documents (e.g. sales tickets, 
checks, bills from suppliers, bank statements) which are written in English. She is supposed to understand 
the transactions.  
He referred the target needs to documents that provided evidence of transactions which were written 
in English. He also related them to other similar types of texts, some of which he knew because of 
his connection to a multinational coal company: 
Af : [363] It was compulsory for the students to have knowledge of (English) accounting terminology because 
many companies use (accounting) software with English interface.  
Af : [159] Just like the coal company … all the accounts are written in English. 
His references to transaction evidences, accounting software, and a company’s accounts indicated 
that the basis of his target needs analysis was different types of English accounting texts he assumed 
the graduates might encounter in their future job. In reference to transaction evidences, Yani 
affirmed this referring to bilingual banking forms that were available in local banks. However, 
despite their reference to different types of accounting texts, their identification of the students’ 
target needs typically focused on the needs to understand English terminology related to those texts. 
Afgan, for instance, perceived that the uses of English accounting software would bring about 
requirements for understanding accounting terminology at the software interface.  
To sum up, as formal needs analysis had not been-well developed at the Department, 
informal talk with alumni and personal professional experience were salient sources for gaining 
information about the students’ target needs. With such limited sources, some of the Accounting 
lecturers determined the needs as a broad knowledge of English accounting terminology which they 
associated with different types of English accounting texts in their workplace.  
149 
 
Analysis of English Texts for Academic Purposes (EAP) and Deficiency Analysis  
The accounting lecturers’ reference to the needs for knowledge of English accounting 
terminology was also influenced by their analysis of available English texts for academic purposes 
(EAP). Oon who taught accounting software pointed out that English competence was necessary for 
the students because the software was presented in English:  
Oo : [16] In the computer course I teach, English is used in the user interface of the accounting software, no 
Indonesian language is used in the interface. I think the instructional presentation will be easier if the 
students have good English competence.  
He pointed out the challenge that he faced in his teaching in relation to the students’ language 
deficiency, believing that the effectiveness of learning to use the accounting software would be 
slowed down when the students’ English proficiency was low: 
Oo : [23] The fact is that our students who are troubled with their English and even with the pronunciation of 
(English) words encounter difficulties in following the navigation on the (computer) screen. The 
effectiveness of learning computer becomes very low when they are not familiar with the English terms 
used in the computer. [31] They do not understand when I instruct them “buka (open) ‘set up (setʌp)’ 
menu”, some students pronounce “sətup” following the Indonesian pronunciation. Thus I help them show 
the position of the intended menu “open the menu at the top right corner of the screen” 
He examined the students’ English proficiency from the way they responded to his instructions. He 
explained that some students did not understand his instruction because they were unfamiliar with 
his pronunciation. He also attributed their English problems to their unfamiliarity with the terms 
used in the software program, perceiving that their language deficiency slowed down their learning 
process.  
Similarly, Joni also reported that the basis of his identification of the English needs for 
accounting was because accounting information predominantly originated from English accounting 
literature. However, he was concerned with the nonliteral translation of the English accounting 
terms including the unavailability of the corresponding terms in Indonesian language. He reported 
that it was sometimes difficult to translate the specialist language in the literature: 
Jo : [45] Accounting information and the lectures in accounting (in Indonesia) originated from foreign 
(English) literature. If in Indonesia the accounting terms in the foreign literature are adopted and then 
translated, there are sometimes terms which are difficult to translate.  
He used as examples the terms window dressing and bullish which could not be translated or had 
not been translated into Indonesian. In addition, Joni also pinpointed the occurrence of literal word-
by-word translation of Indonesian accounting terms into English as problematic, saying: 
Jo : [49] There are terms whose meanings are similar to Indonesian accounting terms. The term laporan laba 
rugi may be (literally) translated into profit and loss report but the standard term is income statement. 
Joni assumed that the use of an English accounting term such as profit and loss report/statement 
was the result of word-by-word translation of the Indonesian accounting term laporan (report or 
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statement) laba (profit) rugi (loss) which did not correspond to the recognized standard term income 
statement. In the individual interview, Yani also pinpointed this wrongly used term as the term 
frequently used by the students. Joni’s and Yani’s analyses contributed to their deficiency analysis 
of the students’ word-by-word translations. Joni considered that the students needed to understand 
the English accounting terminology because of the nonliteral translation of the foreign terms as he 
said:  
Jo : [69] (The Indonesian accounting term) modal may be translated into capital or stock, but in the context of 
intermediate accounting, we use inventory instead of stock. In its development, stock also refers to saham. 
The reasons (for the needs to learn the terminology) are first because of the foreign (English) learning 
resources. Second the contexts in which the terms are used cannot be neglected. The students need to 
understand that in accounting not all the (foreign accounting) terms (literally) correspond to their translated 
versions, some terms even cannot be translated.    
Joni acknowledged that a term such as stock might refer to a number of different meanings 
depending on the context of its use. For example, stock might mean saham, the Indonesian term 
referring to a type of security that signifies ownership in a corporation (Wild, Shaw, & Chiappetta, 
2011). Nevertheless, similar to his colleagues, despite his reference to English accounting texts, he 
focused on the needs to familiarize the students with the English accounting terms and their uses in 
different contexts.  
To summarize, both Oon and Joni discussed specialist texts of their discipline as the basis of 
determining the students’ English academic needs. However, despite their reference to those texts, 
they only suggested the English lecturers should concentrate to help the enhancement of the 
students’ knowledge of English accounting terminology as they were concerned with their low 
mastery of this. Their suggestions are discussed further in the next section.   
Environment and Learning Situation Analyses  
Considering the students’ low mastery of English accounting terminology, the accounting 
lecturers suggested the teaching of the terminology in the ESP courses. However, their views on 
how the terminology should be taught to the students differed from those of Farhan (the English 
lecturer) and the English administrator (EA). These two groups of stakeholders acknowledged the 
constraints they encountered. In some cases they also made compromises about the teaching of the 
terminology. These are discussed in two major themes related to their preferences in developing 
English accounting terminology instructions. 
Opposing views of terminology instructions and their constraints. 
There were two opposing views of how the terminology should be taught to the students. 
One English lecturer suggested using specialist texts with terminology enhancement or texts for 
151 
 
academic purposes, whereas the majority of the lecturers including those in accounting focused 
solely on the terminology excluding specialist text discussion. Farhan pointed out that if the 
Department used English texts for academic purposes in its specialist courses, the students’ 
terminology mastery would be enhanced. Farhan’s comments implied that English terminology and 
specialist texts were best explained by specialist lecturers as he referred to specialist courses. 
However, the accounting lecturers reported some constraints that would inhibit the use of such 
texts. Oon, for example, talked about their lack of language expertise:  
Oo : [259] If we provide (accounting) texts in English, I think the complexity will be high. When we read 
(specialist) English books which are fully descriptive and give no illustrations, we experience difficulties, 
we will first guess (the content) and will probably compare it with another book to understand the concept. 
[265] Yes, both in Indonesian and English literature. 
Oon pointed out that teaching English accounting texts might be challenging for the accounting 
lecturers as they themselves still struggled to understand the theoretical conceptions presented in 
specialist English textbooks. He pointed out that understanding concepts in specialist English texts 
was more difficult than that in the translated versions, reporting that he had to look for further 
information in both Indonesian and English texts to understand concepts.  
Joni, recalling his learning experience in his undergraduate study, agreed with Oon and said 
that learning an English accounting book required reading more than once. Their comments 
revealed that, for them, English as used in a specific discipline became a barrier in understanding 
theoretical conceptions in specialist books. As Hyland (2006) acknowledged, academic reading 
requires not only understanding how a writer uses language to represent discipline-specific 
knowledge, but also understanding the way this writer and his/her community construct the 
knowledge. Thus, as the accounting lecturers said, understanding a concept of a particular discipline 
which was represented in English forced them to compare the constructions of the concept in both 
English and Indonesian texts. Thus they believed that discussing English accounting texts in their 
accounting courses would be too complex for them.  
Another constraint that the Accounting lecturers identified was attributed to the students’ 
deficiency. Afgan perceived that the students’ low mastery of English terminology hampered their 
understanding of English accounting texts as he said:  
Af : [360] I think, for accounting, not only do they have problem with their English, but also they are not 
familiar with the terminology that make it difficult to understand the texts. It is perplexing and I myself do 
not understand it, in fact we (the accounting lecturers) have repeatedly reviewed the terminology.  
However, despite repeated reviews of the terminology, Afgan did not focus on contextualizing it to 
an English academic text. Similarly, Joni provided time for terminology “familiarization” without 
reference to English academic texts:   
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Jo : [444] I usually give a time for introducing English key words related to the topic I just discussed. For 
example, when I taught ‘bukti audit’, I told the students its corresponding English term ‘audit evidence’ 
whether or not they were listening to it. When I explained that audit evidence would require ‘bukti dari 
sumber’ I said ‘source of evidence’, I mention this, this, and this and at the end summarize them. What is 
important is that they understand what ‘bukti audit’ is and ‘sumbernya (its sources)’, and then I just add the 
corresponding English terms. 
At some points of his lecture which was delivered in Indonesian, Joni introduced English 
terminology to the students, but his chief focus remained on the concepts being discussed. In 
addition, written handbooks explaining the use of English accounting terminology were not 
available, suggesting that the accounting lecturers only emphasized the students’ familiarization 
with the terminology without specific discussion of English academic texts due to their limited 
access to, and difficulty in understanding these texts.  
Congruent with their instructional practices, the Accounting lecturers mainly suggested 
focusing on terminology reviews for the ESP courses as Afgan said: 
Af: [365] (English) accounting terminology should definitely be taught, but that’s the job of the accounting 
lecturers, the English lecturers only help, “What is it?” [368] I think reviewing, reviewing the terms as I 
can’t imagine asking the English lecturers to learn accounting “When do they have time?” 
Afgan perceived that while the Accounting lecturers were responsible for teaching the terminology, 
the English lecturers could help them review it. Nonetheless, Farhan argued against 
decontextualization of terminology discussion as he stated: 
F : [472] I think if we have to teach those terms (found in source documents), we have to discuss the contexts, 
we cannot teach them one by one, they are not integrated. 
Farhan believed that the terms should not be discussed in isolation from their contexts. Although his 
suggestion was in contrast to the practices of some of the English lecturers who emphasized 
communication aspect, consistent with previous comments, Farhan proposed to use English 
specialist materials in ESP courses with content-based approach.  
ESP material development, purposes, constraints, and compromises. 
As the accounting lecturers were concerned with the students’ knowledge of English 
accounting terminology, they and the English lecturers discussed ESP teaching materials for 
terminology enhancement. EA shared his experience in teaching the terminology:  
EA : [368] What I have done related to terms in accounting is that I ask the students to define the terms. I 
myself hold the materials to check what they define and how they define it in English. Next, I frequently 
ask the Accounting lecturers about the content of financial reports. I once asked the students to create 
financial reports with different accounts and asked them to compare and invited an accounting lecturer to 
attend their discussion.   
EA reported two types of specialist materials, these were texts containing English accounting 
terminology and samples of financial statements. However, his classroom activities suggested that 
he concentrated on developing the students’ communication skills as he asked his students to create 
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financial statements and report them. His later clarification also indicated that his ESP course was 
intended to enhance business communication skills focusing on presentation skills.  
The Accounting lecturers agreed with him about these specialist materials. Joni added 
information about the content area for ESP discussion: 
Jo: [394] I think the content can be ‘normative’, less likely related to problem solving, for instance the 
components of financial report, forms - their types and definitions, comparing and contrasting financial 
statements, reporting trends. It should not be related to (financial) analysis or ratio or problem solving 
which require knowledge of management and accounting.   
Joni explained that the English lecturers could use materials which he later defined as those 
connected with basic accounting concepts such as components of financial statements, types of 
financial statement forms and their definitions. However, Joni’s reference to a classroom activity 
such as comparing and contrasting financial statements also indicated his agreement with the 
development of business presentation skills. Oon also agreed with this focus and suggested 
collaborating to prepare bilingual material related to accounting content, to help the English 
lecturers check the definitions of terms. 
 While his colleagues targeted the development of business communication skills using 
specialist materials to provide topics, Farhan talked about content-based instruction (CBI) and 
explained the different orientations of CBI and general English: 
F: [416] The function (of CBI) is to make the students learn content through English language. In general 
English classes, they use English for communication, whereas for this (CBI), they practice communicating 
using English, the emphasis is content. Content focus may trigger (second language) acquisition better than 
language focus.  
Farhan perceived that CBI was intended to help students learn specialist knowledge by the means of 
English and thus could maximize their language acquisition. However, he was more concerned with 
the burden the English lecturers had in teaching specialist texts as they did not have a high level of 
specialist knowledge. Thus he acknowledged that the need for English lecturers to be willing to 
learn content from the specialist lecturers:  
F: [535] If we want to apply a kind of CBI, we should be willing to learn (content) from the Accounting 
lecturers. Then we can take accounting materials for academic reading, take materials that the students have 
learned in their specialist courses and we can have (content) discussion with them.  
When he was asked how CBI would be applied, he responded that in reality both groups of lecturers 
unlikely had time for such cooperative content discussion. Afgan agreed with him and reminded his 
colleagues to focus on the development of communicative business skills with the inclusion of 
content materials as subjects of discussion.  
In discussing resources for English accounting terminology, the two groups of lecturers 
agreed they shared basic accounting materials in ESP courses. This agreement was greatly 
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influenced by the existing instructional practices and the pedagogical goals set by the English 
lecturers. Therefore, specialist materials such as financial statements and decontextualized 
terminology list were only used as subjects of discussion to support the development of 
communicative skills. The goal to improve the students’ terminology mastery remained blurred. 
Summary 
Similar to the needs analyses made by the English lecturers, the Accounting lecturers’ 
analyses were influenced by a range of overlapping issues. Their identification of English needs for 
accounting showed that their basis of analysis was different types of accounting texts ranging from 
accounts (ledgers), source documents, and financial statements to accounting software, most of 
which were referred to the academic texts that they used for their students. Despite this text 
identification, they continued to prioritize the needs to improve the students’ mastery of English 
accounting terminology. The accounting lecturers’ analysis of students’ poor terminology mastery 
seemed central to their needs decisions besides their assertion of their lack of language expertise. 
Nevertheless, what remained blurred was that the extent to which they and the English lectures 
wanted to improve students’ terminology mastery as the inclusion of content materials in ESP 
courses was intended to enhance the target communicative skills. 
Environment Analysis of Needs for Communicative Skills  
and Knowledge of English Accounting Terminology  
(Findings from the Workshop) 
The workshop was intended to facilitate the two groups of stakeholders review the ESP 
syllabus and to examine the extent to which the ESP course content had been designed in 
accordance with the accounting course content. Thus the basis of their needs assessment was the 
English syllabus complemented with other curricular documents for comparing and contrasting. 
Their review started with an activity to evaluate the relevance of the ESP syllabus to the accounting 
syllabi. This activity facilitated cooperative discussions about the development of two target needs 
that they deemed primary, i.e. English communicative skills and knowledge of English accounting 
terminology. Their analyses of these two target needs are discussed concurrently as their needs 
determination indicated that they intended to achieve one ultimate goal, i.e. English communicative 
skills. This section is divided into three subsections: description of ESP syllabus, analysis of 
relevance of ESP and Accounting syllabi (constraints and potentials), and negotiating students’ 
needs for English and accounting (constraints and compromises). The next subsection describes the 
syllabus. 
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Description of ESP Syllabus 
 As partly discussed in Chapter I, the ESP syllabus delineated the language skills developed 
in each ESP course and consisted of three major parts: course objectives, topics for discussion, and 
a list of references, from which the teaching materials were developed. The objectives outlined the 
communicative competencies which were to be developed in the selected topics with vocabulary 
and sentence structure mastery targeted for business and accounting discourse. This can be seen in 
the objectives of Speaking 4 of ESP 1:     
Speaking 4 : The students are expected to be able to communicate in English orally, express ideas, opinions, 
and/ or feelings on topics frequently discussed in larger groups, have debate, make argumentation and do 
presentation with more accurate vocabulary choice and sentence structure arrangement common in business 
and accounting situation. 
 
The objectives were in line with the main goals of the English education, i.e. to enable the students 
to communicate in English, orally and in written form, in business and accounting discourse. Even 
though the target communication discourse was that of business and accounting, the topics or 
subjects of discussion were about business in general as can be seen in Table 7.1.  
Table 7.1 Topics of Speaking 4 in ESP 1 
MEETING TOPIC SOURCE 
2-3-4 Away on Business: “Negotiating” 
Done in partner (group work) 
Market Leader, pg 46 
9-10-11-12-13 Business Meeting - Setting up a 
Business’ Capital, product, 
employment, location 
Lili’s Source 
 
It was not clear whether, for instance, the discussion of business capital would be related to 
accounting. The topic was very broad as the scope of discussion and the expected outcomes were 
not discussed, giving an impression that it was about business. This impression was evident in the 
participants’ analysis which is discussed next.   
Analysis of Relevance of English and Accounting Syllabi (Constraints and Potentials) 
The workshop participants’ assessments of the relevance of the ESP syllabus to those of 
accounting provided insights into their different ways of perceiving “relevance”. The English 
administrator (EA) perceived that the ESP syllabus was relevant to accounting: 
EA :  [137] I think all are relevant as the topics in the syllabus were related to accounting materials. If we relate 
them to English (education), it is intended to help the students communicate that specialist knowledge. 
[142] I asked Afgan what accounting materials or topics may interest the students. 
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EA’s viewpoint was derived from his perception of the function of English as a means of 
communicating specialist knowledge. EA perceived that the topics were relevant to the accounting 
materials possibly because first the courses provided in the Accounting Department includes 
business and management courses besides accounting courses. Second, he frequently consulted his 
teaching materials to some accounting lecturers who confirmed that they were relevant. These were 
drawn from his reports in the individual interview. However, his focus was not on content delivery 
but rather on the selection of specialist topics to arouse the students’ interest.  
An accounting lecturer had an opposite opinion. He viewed the syllabus as irrelevant: 
Im : [156] What we see (the ESP syllabus) it is generic in business, not in accounting.  
Imron considered that the ESP courses were about business major and evaluated them based on the 
topics of the ESP courses with Farhan, the English lecturer, confirming that there was no topic 
about accounting. However, Heny had an explanation why the courses were focused on business: 
H : [158] If we refer to the goals, the courses are for business and accounting, they are not purely about 
accounting. During the (English curriculum) workshop we thought it would be difficult if we 
concentrated on accounting, too complex. The business topics are more related to communication such as 
(business) presentations.  
Referring to the goals of English education, Heny acknowledged that the courses were related to 
both accounting and business, but she pointed out two issues that challenged the English lecturers in 
the design of the English courses for accounting purposes. She argued that accounting subjects were 
too complex for the English lecturers and business topics were more appropriate for developing the 
students’ communicative skills. The second issue she raised was similar to one raised by EA. Both 
Heny and EA emphasized the goal of ESP teaching as enhancing communicative skills. On the 
other hand, Oon commented on the scope and sequence of the English syllabus and said that the 
sequence of the English courses was correct. He viewed that the arrangement of the courses from 
general to specific English would enable the students to activate their prior knowledge of 
accounting in their ESP courses as their basic accounting education preceded their ESP education. 
These different viewpoints showed that they had a different basis of analysis.  
The raising of these issues within the workshop compelled the two groups of stakeholders to 
find a middle ground (mencari titik tengah) between them: 
Im : [167] Accounting is very specific. What we need to do now is to find a middle ground (mencari titik 
tengah) and create something that can be used as guidance to cover both subjects (English and 
accounting). What I mean is that if we talk about accounting specifically, the English lecturers have to 
learn (accounting subject) one by one, that becomes a problem, it will be better to ask the Accounting 
lecturers who had their degrees overseas to teach. 
Imron was concerned with the challenge faced by the English lecturers if they had to teach English 
for accounting specifically, and viewed that accommodating the goals of both parties to discuss 
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materials in the areas of English and accounting was necessary. This led to their cooperative 
discussions for the development of the two primary target needs. 
Negotiating Student Needs for English and Accounting (Constraints and 
Compromises) 
 The two groups of stakeholders’ collaborative discussion of instructional development for 
the two target needs raised not only issues akin to those discussed in the previous findings of the 
focus groups and individual interviews but also new issues that provided insights into their 
environment and learning situation analyses for terminology mastery. These issues are discussed in 
three themes - interest, dilemma, and outcomes - to show their processes making discussions.     
Interest: Communicative skill development with accounting content discussion. 
In line with their evaluation that the ESP syllabus was about business and did not cover 
accounting materials, the accounting lecturers proposed some changes to topics of discussion 
without substantially changing the ESP pedagogical orientation. Their focus was the provision of 
accounting materials for ESP discussions: 
Im : [197] I think in business meetings here the students may discuss annual financial reports, company 
growths, or sizing, those are available in many accounting texts. 
Imron identified topics that could be used for ESP discussions, some of which had been pinpointed 
by his colleagues in the focus group interviews. Oon added topics which he considered as 
appropriate for general discussion such as the branches of accounting science and items of an 
account. Afgan expanded the scope of discussion to include the increase of a company’s profit and 
its ratio as found in income statements in successive years.  
Agreeing with the accounting lecturers’ suggestions, Farhan stated that their roles were to 
help to select accounting materials for ESP courses:  
F : [199] I think the Accounting lecturers can make a list of general accounting materials that they can prepare 
and we can tackle. There should be gradation from introductory texts to more specific ones, but not too 
conceptual. 
Farhan acknowledged the boundaries of material selection and emphasized that the English 
lecturers’ capability to teach the materials was important and thus discussions should be limited to 
introductory levels and less complex concepts. The other English lecturers pointed out the purposes 
of specialist text inclusion: 
EA : [291] We are responsible for their language competence and not the content. We are not to check whether 
or not the content is true. 
S  : [310] I think in our English education, content is used to motivate the students to speak. If there are topics 
in, for instance, management and accounting, they are used to encourage the students to speak. 
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EA emphasized that since the English lecturers were concerned with the students’ language 
competence, they would not examine the students’ content knowledge and as Sabar said, they used 
the content to motivate students to speak. Furthermore, EA acknowledged that texts were needed to 
provide contexts for terminology discussion and Sabar added that as the students already had 
background knowledge of financial statements and their contents, the lecturers might use the 
materials for terminology discussion and help the students explain terms for their business 
presentation. The majority of the accounting lecturers agreed with this focus on the development of 
communication skills as Afgan stated: 
Af : [443] I asked EA to discuss some topics related to the students’ final (oral) reports. I asked the students to 
summarize their reports and assigned them to present their summaries in their ESP course. There are two 
aspects we can achieve in such activities, first their English and second the content. To remember the 
content, they have to learn and review their subjects. 
Afgan’s instruction to his students suggested that he intended to enhance their language skills in 
communicating their specialist knowledge through an ESP course.  
The accounting lecturers’ suggestions for using specialist texts in business presentations 
provided evidence that they wanted to provide subjects of discussion relevant to the students’ 
discipline to enhance their business presentation skills. Although EA and Sabar reported that they 
would include financial statements in business presentations for teaching terminology, what 
remained blurred was that the extent to which they wanted to improve the students’ mastery of 
terminology. The inclusion of content materials was intended to enhance the target communicative 
skills. However, as the accounting administrator (AA) noted, when the students discussed specialist 
content they should at least exhibit their understanding of this content. This created tensions in 
balancing these orientations in teaching. 
Dilemma: Pedagogical orientation of English accounting terminology instruction.  
The focus of the English and accounting lecturers on using specialist materials for the 
development of communication skills aroused AA’s concern about how they addressed the 
students’ low mastery of English accounting terminology. He pointed out the direction of 
pedagogical instruction for English accounting terminology:   
AA: [206] Our students still have difficulties in understanding accounting terms in English. They are still not 
able to translate accounts correctly. If their knowledge is improved, we can give them a task to prepare a 
financial statement in English. We can give them data of a trial balance, and then ask them to prepare the 
financial statement, that’s it. 
AA clearly believed that the purpose of helping the students improve their knowledge of English 
terminology was to enable them to produce a financial statement in English. Furthermore, he argued 
that the students’ presentation of a financial statement should demonstrate their understanding of its 
content:  
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AA : [333] if they are assigned to compare financial statements, it is better if they can understand the content 
and are able to explain the terms briefly. 
Referring to a sample of bilingual financial statement in a workshop document, AA explained that 
the students could be assigned to explain a term used in a particular context and suggested the 
English lecturers used an English accounting book as reference, suggesting that terminology should 
be discussed using specialist texts for academic purposes. While none of his colleagues denied this 
necessity, they argued this was the accounting lecturers’ responsibility. AA confirmed this, but 
questioned the roles the English and accounting lecturers played in teaching the terminology, 
identifying areas of lecturers’ responsibility which were not clearly defined:  
AA : [214] If we want to take that responsibility, it doesn’t matter, but we have English lecturers here. Will 
they help improve the students’ understanding of the terminology?  
AA : [330] If we do expect them (the accounting lecturers who taught Basic Accounting) to teach up to that 
level (introducing English accounting terms), they have to be informed about that (their responsibility). 
AA’s major concern was possibly related to task divisions which were not formally defined that 
made both parties lose their orientation in teaching the terminology. Nevertheless, his colleagues 
were persistent with their focus on the development of communicative skills. Thus they had 
different perspectives of terminology instruction and were concerned with the position of English 
lecturers as non-specialists who might have difficulties in dealing with specialist texts.  
AA also identified unfavourable circumstances which might be produced by a lack of 
Accounting lecturers’ coordination in teaching the terminology. He acknowledged that while the 
students were assigned to improve their knowledge of English accounting, they were only exposed 
to Indonesian accounting books or their translated versions and to accounting lectures in Bahasa 
Indonesia. He believed that the students were not provided with guidance about the use of standard 
Indonesian and English accounting terms. The difficulties that this caused were also evident in 
Imron’s report: 
Im : [338] Some alumni contacted me, when their company, Yamutu (pseudonym), which was in partnership 
with a multinational company, consolidated their financial statements, they had difficulty in 
understanding them (the consolidated financial statements) as they had not learned standard bilingual 
financial statements. That’s only a case. However, in a state owned enterprise, they also have to 
communicate in English about bank reconciliation.  
AA’s comments revealed that there was a large gap between the requirement to boost terminology 
knowledge and support for this in instructional practices.  The lecturers predominantly perceived 
that the target of the attainment of this knowledge was secondary to the students. Their reasons are 
discussed next. 
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Outcome: Reviewing the ESP Pedagogical Goals. 
The stakeholders had different orientations in determining the goals of terminology 
development in ESP education. From one perspective, they supported the development of English 
accounting terminology to be included in the discussion of basic accounting materials as a way of 
developing English communication skills. On the other hand, AA perceived that terminology should 
be learned in English for academic purposes focusing on improving students’ knowledge to support 
the Accounting lecturers’ goal of enabling them to write financial statements in English. With these 
different orientations, the English lecturers proactively explained the bases of their instructional 
decisions. The English administrator, EA, stated that the foundation of business English was general 
English and the students’ general English was still weak. Sabar agreed reporting that the students 
still had difficulties in composing sentences in English even in the third year. Farhan supported the 
focus on general English and delineated its goals: 
F : [539] I think Sabar is right, they (the students) should have general English proficiency. If their proficiency 
is good, it will be easier for them to present, or to do other things. However, we need topics for discussions. 
If we take accounting materials, it will be good because they have interest and background knowledge. We 
also need materials which are not too difficult for us to tackle, we will select them. The purpose (of general 
English instruction) is to make learning happen. That’s the first goal. The second is to prepare the students 
for recruitment test. We still do not know industrial needs, there will be different goals. 
Farhan stated that the focus on general English using specialist materials addressed the students’ 
learning needs by exploiting their interest in their specialist field. Farhan stressed that it was also 
aimed at preparing the students for job recruitment tests. In response to Farhan, the Accounting 
lecturers expressed similar concerns about the provision of accounting materials either for ESP 
education or the preparation for recruitment tests. Likewise, they recommended general discussions 
of basic accounting as they believed that specialist content was not the area of language lecturers’ 
expertise. They also viewed that questions in recruitment tests were mostly related to general 
English and general understanding of accountancy. Finally Oon recommended collaboratively 
preparing an ESP book:     
 Oo : [654] I think it will be better if we can create an ESP book which is written by the English lecturers with 
the help of their Accounting counterparts. If we can prepare it with a list of bilingual terminology, the 
students will be encouraged to learn it while they read the book.   
Oon’s suggestions showed that he tried to accommodate his colleagues’ idea about guidance for 
bilingual terminology with his focus on English communication skills.      
Summary 
A number of different issues came into play in the stakeholders’ collaborative discussion of 
students’ needs that affected their decisions. The English lecturers’ reports of their difficulty in 
understanding specialist texts was an issue for the accounting lecturers and made them seek a 
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middle ground to accommodate each other’s goals in addressing the target communication needs. 
However, even though they agreed about communicative needs, they were not able to reach 
compromises for content discussion related to terminology. The English lecturers and some 
accounting lecturers’ persistence in focusing on the general communicative needs showed that their 
needs determination was more greatly influenced by their deficiency analysis. This was also evident 
in their identification of target accounting needs for terminology mastery. Therefore, their needs 
determination was less directed to achieve the target occupational goals but rather intended to 
address the students’ learning needs for enhancement their communicative skills.   
Issues of Lecturers’ Needs Analysis Practices 
The stakeholders’ analyses of target needs for English communication skills and knowledge 
of English accounting terminology had been affected by interrelated issues, some of which were 
paramount in their needs decisions. Even though they had limited access to the target community 
discourse as formal needs analyses had not been well-developed, they sought available sources to 
get information about the target needs. Some lecturers had contacts with the alumni to get 
information about their target needs. Nevertheless, their analyses were pragmatic as these lecturers 
relied on informal talks with them.  
These lecturers were aware that they had inadequate information about target workplace 
discourses. They attributed their lack of formal needs analyses to funding problems. Despite this 
shortage of research funding, however the lecturers’ contacts with the alumni provided evidence of 
their concerns with the students’ target needs.  
With the limited information they obtained from the alumni and limited access to target 
discourse communities, the English lecturers predominantly reflected on their routine instructional 
practices. This gave them a balance of considering both the students’ target and present needs. 
Nevertheless, they predominantly identified English use in workplace discourses as English for 
having conversations with colleagues. Although these conversations could take place in a context 
where English native speakers or speakers of other languages occurred (e.g. Crosling & Ward, 
2002; Kaewpet, 2009), they were not able to justify further the types of communication events in 
the target community due to their limited knowledge of workplace discourse. Instead, they 
emphasized the students’ language deficiency and their learning needs. They decided to focus on 
developing those conversational skills which they associated with knowledge of general English. 
However, as they also reported that they relied on commercial books for developing their English 
courses, their focus on oral communication skills was influenced by the skills developed in those 
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books which were written by native speakers of English who typically reflected on the 
communication needs of their own context.   
Similarly, mostly relying on academic texts used in their pedagogical instructions, the 
accounting lecturers believed in the primacy of knowledge of English accounting terminology. 
Even though their analysis of the students’ poor terminology mastery was central to their needs 
decisions, their focus on the terminology was also influenced by their identification of specific 
register in accounting texts. In the Iran context, Atai and Fatahi-Majd (2013) reported that the 
subject lecturers had a tendency to focus on helping their students with specific terminology 
understanding. In the Indonesian context of this study, the accounting lecturers discussed the 
English accounting terminology without referring to English academic texts. They emphasized that 
the students only needed to be familiar with the corresponding English terms for those of 
Indonesian. As terminology is central to the accounting practice itself (e.g. Evans, 2010a; Parker, 
1994; Potter, 1999), their pragmatic analyses provided evidence for their specific identification of 
English language use in the area of their discipline. Epistemologically they had been influenced by 
their discipline believing that accounting terminology was the most salient feature in accounting 
texts. 
Nevertheless, little was known about the extent to which the accounting lecturers discussed 
the different conceptions of accounting terms that might occur in an Indonesian accounting 
textbook and that of English. Kosmalla-Maclullich (2003) acknowledged that terminology is closely 
linked to the existing established system of recording and reporting financial data in each country. 
This implied that the introduction of English accounting terms to the students might not be merely 
related to finding the appropriate corresponding terms in the Indonesian accounting, but, to some 
extent, might also include the discussion of the conceptions of accounting terms both in English and 
in Indonesian accounting. This suggested that the discussion of English academic accounting texts 
was sometimes necessary for the students to make them aware of the possible occurrence of 
different interpretations of terms in the light of understanding the accounting practice itself.  
In addition, driven by each disciplinary conception of terminology teaching, the 
stakeholders’ analyses of the students’ accounting needs in this context of study had been complex. 
As the accounting lecturers believed in the centrality of accounting terms, they posited the sources 
of the students’ problems on their lack of the terminology knowledge. However, despite their 
determination of the primacy of this knowledge, they had little idea about how it should be 
developed either in the accounting or ESP courses. They themselves mostly avoided using English 
accounting texts in their specialist courses and reported that English language had become a barrier 
in their understanding of accounting conceptions as presented in English textbooks. On the other 
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hand, the English lecturers, who mostly dealt with English for communication in their pedagogical 
practices, reported that accounting texts were too complex for them as specialist content was not the 
area of their expertise. One of them was concerned with terminology and context and considered 
that the teaching of accounting terminology should be contextualized in texts. As Halliday and 
Martin (1993) acknowledged, the meaning of a word is embedded in the text-context and each 
technical term should be understood as part of a larger framework (p. 71). Therefore, if accounting 
texts would be discussed in EAP courses, the different viewpoints of the centrality of terminology 
should be taken into account. While the accounting lecturers were merely interested in terminology 
mastery which was closely link to understanding the register in the accounting field, the English 
lecturers were concerned with the contextualized discussion of the terminology. Furthermore, the 
conditions for teaching and learning contexts where the discipline specialists were native speakers 
of English would likely not be found in the EFL context. Considering the complexity of the 
problems faced by the two groups of stakeholders, this study adds to our understanding that EAP in 
this EFL context might demand higher involvement of the two groups in material designs.  
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Chapter VIII 
Integration and Discussion of Findings 
This chapter presents the integration and the discussion of the findings from the quantitative 
and qualitative strands of the study. It is divided into five major sections. The first section presents 
an overview of the study and the second section discusses the key findings and insights drawn from 
this study as well as those of other relevant studies to address the research questions. The final 
sections present the limitations of the study, the implications for future research and practice, and 
conclusion. 
Overview of the Study 
The study aimed to investigate the current ESP needs perspectives and needs analysis 
practices at one accounting department of a tertiary vocational education in an EFL context of 
Indonesia. It investigated the ESP stakeholders’ needs perspectives and needs analysis practices by 
seeking information about their reasons and decisions in determining learner needs. This study also 
explored the extent to which English and accounting lecturers collaborate in needs analyses. The 
research questions that were used to guide this study were: 
RQ 1: What are the current ESP needs perspectives and needs analysis practices in the Accounting 
Department of State Polytechnic of East Java? 
RQ 2: What do the current needs assessment practices in the Department reveal about the existing 
cooperation between English and accounting lecturers on needs assessment?  
RQ 3: How do English and accounting lecturers understand each other’s needs for ESP education in 
their collaborative discussions of learner needs? 
RQ 4: What are the implications for future collaboration between English and accounting lecturers 
in needs assessment in the EFL context investigated in this study 
This study used a single case study design to investigate the current ESP needs assessment 
practices in one department of a tertiary accounting program in the EFL context of Indonesia. A 
mixed methods approach was used combining the qualitative and quantitative methods with a 
concurrent design whereby the datasets of the two strands were collected and analysed 
independently. A total of 168 students in their final year of study, four English lecturers, five 
accounting lecturers, and three administrators in the accounting department participated in the 
study. A questionnaire using structured Likert-like scales was used to collect data from 
undergraduate students about their perspectives of the levels of importance of language 
competencies in the four language skills. Individual and focus group interviews and a workshop 
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were used as the main qualitative data collection instruments to collect information about 
perceptions and analysis practices from the students, the lecturers, and the administrators. A 
document study was conducted to examine learner needs as addressed in English curricular 
documents.  
The key findings of the quantitative analysis showed that the order of importance of the four 
language skills as perceived by the students was speaking-listening-reading-writing for general 
English competencies, listening-speaking-reading-writing for business English competencies, and 
reading-listening-writing-speaking for discussions of language uses. The findings also showed that 
there was a significant difference between the perceived importance and the perceived development 
of those skills. In addition, speaking and listening competencies for general English were rated 
significantly more important than the other two skills – reading and writing. These findings not only 
coincided with their perspectives on the primacy of oral communication competencies, but were 
also in line with the perceived gap between their language deficiency and their target needs as 
discussed in Chapter 5.  
The key findings of the qualitative analysis in Chapters 5 and 6 revealed that the four groups 
of stakeholders comprising English and accounting lecturers, administrators, and students revealed 
that they analysed the target situation and present situation needs pragmatically. They had limited 
information about the students’ target needs and identified these needs broadly referring to 
conversational skills for social interactions and knowledge of English accounting terminology. Thus 
the lecturers and the students emphasized analysing the students’ language deficiency both for 
general and specific English and their learning needs. The lecturers’ analyses of the students’ 
language deficiency resulted in their focus on addressing the students’ language problems in their 
instructional activities while striving to achieve the perceived target needs. The students also paid 
considerable attention to their learning problems as well as their learning priorities in the light of the 
target needs they wanted to achieve.  
The overall findings in Chapter 5, 6, and 7 indicated that the stakeholders’ analyses of the 
students’ present needs revealed the complexities of the problems they encountered in helping the 
students achieve their target needs. The students’ low English proficiency had been an issue in the 
lecturers’ discussion of their language deficiency that affected their decision in determining their 
learning needs. Parts of these problems were inherent in this EFL context where there were limited 
uses of English in social interactions. They had very limited opportunities in using English outside 
the classrooms. The students in the context of this study lacked confidence in using English for 
spoken communication. Other problems arose from the teaching of specialist content in English 
which was closely associated with the specific uses of English in the field of accounting. There 
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were limited discussions of English academic accounting texts both in accounting and ESP courses. 
Some lecturers acknowledged that they themselves sometimes had difficulty in understanding 
accounting concepts in these texts. Furthermore, this study found that the English and accounting 
lecturers rarely cooperated in determining the students’ needs. The English lecturers were also 
resistant to teaching English academic texts because they had no expertise in the discipline.  
Discussion  
This section discusses the key findings under each of the research questions that guided this 
study. The findings from the student survey are integrated with those from the students’ discussion 
of their learning needs to provide a thorough discussion of the perceived importance and perceived 
development of language competencies and language use.  
RQ1: What are the current ESP needs perspectives and needs analysis practices at one 
accounting department of a tertiary vocational education of Indonesia?  
The key finding from the individual and focus group interviews with the four groups of 
stakeholders - English and accounting lecturers, administrators and students - revealed that these 
stakeholders (except department administrator) did not only identify the students’ needs for the 
target situations, but also considered other different layers of needs that they addressed 
simultaneously. Their consideration of these needs indicated their multilayered analyses of needs 
both for English and accounting needs. These multilayered analyses were fundamentally pragmatic 
which greatly influenced the way they determined the students’ needs. These pragmatic analyses 
and their perspectives of the students’ needs are discussed concurrently next and grouped into target 
situation and present situation analyses.  
Target Situation Analyses. 
Investigation on the stakeholders’ target situation analyses revealed their pragmatic ways of 
analysing the target needs. These pragmatic analyses were attributed to three major constraints. The 
first constraint was the stakeholders’ informal ways of analysing target needs, and the second was 
preconceptions of target communicative occupational needs based on their understanding of 
interaction norms in their own discourse community. The third was the accounting lecturers’ 
analyses based on their personal experience and their understanding of accounting register. Besides 
indicating limitations, constraints also showed potential for future improvements of needs analysis 
practices.  
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Informal analyses of target situation needs.  
This study found that all of the stakeholders sought information about students’ target needs 
by accessing a range of sources which were readily available in their environment. The 
administrators and lecturers predominantly used alumni as the target needs informants. Previous 
research showed that alumni have been used as potential sources of target community needs 
(Kaewpet, 2009; Lehtonen & Karjalainen, 2009; So-mui & Mead, 2000; Taillefer, 2007), however 
these stakeholders mostly relied on informal talks with them predominantly during interactions in 
social media such as Facebook or yahoo messenger or during their visits to the Departments. The 
department administrator acknowledged that the alumni were potential sources for curriculum 
development which could be accessed quickly and cost-free as they had an emotional connection 
with the institution. This implied the administrator’ pragmatic consideration regarding the role of 
alumni as needs informants. Meanwhile, the students accessed a more varied range of sources for 
information about their target needs. They used job vacancy advertisements on the internet or on the 
bulletin board of their institution, peers’ talks about their work practices, financial statements on the 
internet and their own experience of work practices.  
The pragmatic strategy was also found in the stakeholders’ ways of identifying the target 
business communication and accounting needs. One English lecturer and the English administrator 
referred business communications to business presentation skills which they derived from business 
English textbooks. Drawing from business discussions on TV, one accounting lecturer perceived 
that graduates might be involved in business talks and exposed to specific terms such as such as pay 
taking, bullish stock, initial public offering, and secondary market which could be categorized as 
informal work-related discussions (Crosling & Ward, 2002). In the identification of target 
accounting needs, some accounting lecturers took samples of bilingual financial reports of go-
public companies which could be downloaded on the Internet. The other accounting lecturers 
referred the workplace accounting needs to transactional evidences reported by an alumnus.  
In regard to these stakeholders’ pragmatic analysis, one finding was that both the English 
and accounting lecturers and the English administrator were aware of their own limitations in 
identifying learners’ occupational needs, and the necessity for more emphasis on formal target 
situation analysis. They attributed their lack of formal needs analyses to funding problems. These 
funding problems might be inherent in the context of a developing country like Indonesia. Beerkens 
(2010) acknowledged that in some major research universities in Indonesia priority was still given 
to teaching rather than research. The production of knowledge through research in these universities 
had been inhibited by lack of research funding. These stakeholders’ pragmatic analyses of the 
students’ needs provided evidence that they still predominantly relied on their teaching experiences 
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in determining the students’ present needs. However, the lecturers’ contacts with the alumni 
indicated their concerns with the students’ target needs. Their interpretations of these target needs 
are discussed next. 
Communicative needs and preconceptions of target workplace discourse.  
The key findings of the stakeholders’ analyses of target needs revealed that the majority of 
them identified the target needs broadly referring to the primacy of oral communicative 
competences. For example, the workplace English language use they identified predominantly 
referred to conversational skills for social interactions with colleagues and communicative 
competence for presentations in business meetings. Both the lecturers and the students indicated 
that they were interested in enhancing students’ conversational skills for social interactions. This 
interest was drawn from the belief that speaking was the most effective means of communication. 
This belief was also common in other EFL contexts such as Jordan (Al-Jamal & Al-Jamal, 2014), 
China (Zhang, 2009), and Thai (Boonkit, 2010; Khamkhien, 2010). In these contexts, the students’ 
primary motivation to learn English was being able to speak English for social communication 
including communication with English native speakers. This motivation corresponded to other 
research findings in the Indonesian context (Djiwandono, 2008; Jubhari, 2006).  
Nevertheless, this study added to our knowledge and understanding by providing 
information about these stakeholders’ underlying reasons for determining the perceived target 
needs. The students had inadequate information about workplace discourses. Their idea of social 
communications of the target situation was based on what they assumed to be the case from their 
mother tongue discourse community. They referred to the typical interaction norm “speaking” 
which they perceived as the most frequent and effective form of communication. This association 
with their own social discourses was evident when they talked about communication with different 
parties in the workplace which was similar to the perspectives of the other major stakeholders. They 
were influenced by their views of hierarchical communication which had been a common 
phenomenon in the workplace social discourses across different contexts (See e.g. Crosling & 
Ward, 2002; Kaewpet, 2009). Furthermore, they might also be influenced by the communication 
norms in the Indonesian, particularly Javanese context where there are different speech levels of 
spoken language for people of different age and social status (Goebel, 2005; Irawanto, Ramsey & 
Ryan, 2011; Johns, 1985; Mann 2012). The findings related to hierarchical communication was 
important as these stakeholders’ reference to this typical communication showed their culturally-
related assumptions about workplace discourse. This implied that despite their claim for the 
primacy of English conversational skills, they had limited knowledge of English uses in the target 
workplace discourses in the EFL context of Indonesia. 
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Specificity of needs analyses based on personal experience and understanding of 
accounting register.  
In this study, the accounting lecturers’ analyses of target needs revealed that they were able 
to provide more specific information about target occupational needs. Their knowledge of 
occupational needs was drawn on their personal experience and their familiarity with accounting 
register. One accounting lecturer perceived that English speaking skills were primary not only for 
clarifying things related to workplace tasks but also for communicating work-related problems. 
Another accounting lecturer acknowledged that speaking skills were also needed to enable 
accountants to communicate financial reports to company stakeholders. These lecturers were able to 
do this because of their personal experience and access to workplace discourse. These target 
communicative tasks they envisaged were typically found in ESL contexts where English is used as 
an official language (e.g. Crosling & Ward, 2002, for the workplace context in Australia; Yin & 
Wong, 1990, for that in Singapore). In this EFL context, with the accounting lecturers’ reference to 
particular positions (a corporate secretary or an auditor), their needs identification was specifically 
referred to those holding higher managerial positions. However, in her survey of four banks in 
Hong Kong, Chew (2005) found that most communication tasks were carried out in Cantonese as 
the language of the majority of people in Hong Kong, while almost all written communication tasks 
were carried out in English. There was a distinction between the use of English in spoken and 
written discourse in Hong Kong. Given that in the EFL context of Indonesia, Indonesian language 
pervades spoken workplace discourse, although the accounting lecturers were able to provide 
specific information about some work communicative tasks, their target needs identification was 
limited. Further investigation on English language uses in the EFL context of Indonesia is 
necessary.  
Another identification of specific English occupational needs was related to the accounting 
lecturers’ familiarity with the accounting register. They associated foreign investments in Indonesia 
with the use of bilingual financial reports in business. This association was pragmatic as they 
perceived that the students would deal with these bilingual reports in their future jobs and thus 
knowledge of English accounting terminology was primary for them. Their perceptions on the 
primacy of this knowledge were related to two important factors. First, in terms of language 
mastery, they believed that this knowledge was the minimum requirement for the students to 
understand accounts and financial statements. This requirement was evident as all the accounting 
lecturers expressed their concerns about the students’ low mastery of English terminology 
knowledge. Second, in terms of uses, these lecturers believed that terminology was central to 
accounting practice as they related it to the designations of accounting objects and a range of stages 
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in financial data recordings. These two factors provided insights into the accounting lecturers’ bases 
in determining the primacy of the terminology knowledge. 
In addition, this study found that the accounting lecturers consistently related the workplace 
target needs to their specific discipline. One accounting lecturer, for example, reported accounting 
or business register used in business talks on television. Drawing from these examples he assumed 
that graduates would deal with specific terminology in their future informal workplace discussions. 
This provided further evidence for the accounting lecturers’ pragmatic analysis of target 
occupational needs. Nevertheless, since other research has shown that a particular register is 
prevalent in a disciplinary accounting community (e.g. Evans, 2010b; Labardin & Nikitin, 2009; 
Potter, 1999), the accounting lecturers’ familiarity with the register which indicated the close 
connections between language and accounting content highlighted the need for involving subject 
lecturers in ESP needs analysis. This need has been reported in previous research (Dudley-Evans & 
John, 1998; Northcott & Brown, 2006; Platt, 1993; Selinker, 1988; Swales, 1986; Yin, 1988; 
Zhang, 2007). 
The specific identifications of English accounting needs for occupational purposes as 
perceived by the accounting lecturers add to our understanding that while on one aspect they had 
limited information about workplace discourse, they recognized the connections between their 
discipline and workplace tasks that involved the use of English. This specific use of English that 
they identified was related to accounting register. These implied that involving these subject 
lecturers in ESP needs analysis was necessary.  
Present Situation Analyses. 
The findings related to the stakeholders’ analyses of present situation needs showed that the 
limited information the stakeholders obtained from their pragmatic target analyses contributed 
greatly to the lecturers’ reliance on their instructional practices and the students’ reliance on their 
learning experiences in their needs analysis practices. This resulted in their focus on the students’ 
deficiency, environmental constraints, and learning needs. These multilayered analyses were 
intended to achieve a specified target need as perceived by each group of stakeholders. To discuss 
the focus of these stakeholders’ needs analysis practices, these three aspects are discussed 
concurrently as perceived by each group of stakeholders.  
Students: Desires to speak English accurately and fluently.  
The results of the survey of the students’ perceived importance and perceived development 
of English language competencies revealed that speaking competency for General English (GE) was 
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rated the most important followed by listening competency. These two competencies were 
perceived as statistically more important than the other two competencies – reading and writing. 
This aligned with the findings from the interviews which showed that the two skills were primary 
for social interactions in the workplace. Nonetheless, despite the primacy of these skills, the survey 
as well as the interviews indicated that while the speaking competency was considered the most 
developed, the results of the survey indicated that the listening competency was perceived as the 
least developed.  
For business English (BE), speaking, listening and reading competencies were perceived as 
being significantly more important than writing competencies. This finding seemed contradictory to 
the results of the interviews which indicated that writing skills were deemed essential besides 
business presentations. This was because in the interviews it was found that some students paid 
great attention on the use of bilingual financial statements in some companies and thus considered 
that ability to present and write financial statements in English was essential (See the section of 
Students: Desires to improve their knowledge of English accounting terminology, page 174). 
Meanwhile, in the survey, the coverage of writing skills was more general comprising business 
correspondence, synthesizing information and arguments, and writing texts related to a business or 
accounting field. These general business writing skills were deemed the least important compared to 
the three other skills. In contrast, the findings from the interviews suggested the specificity of the 
students’ interest in writing. Nevertheless, as found in GE, in BE the findings from both the survey 
and the interviews revealed the necessity of speaking skills. These skills together with listening 
skills were also considered as the most developed skills.  
In addition, discussions of language uses such as vocabulary and technical terms, language 
structures, communication patterns, and text organization in reading were deemed the most 
important and significantly more important than those in speaking. However, the importance of 
language use discussions in reading was not statistically significant compared to those in listening 
and writing. Overall, the results revealed that the perceived importance of the competencies and the 
discussions of language uses (LU) were rated between somewhat important to very important. 
Meanwhile, their development was rated between rarely developed to sometimes developed. The 
difference between the perceived importance and the perceived development of these competencies 
and LU was statistically significant at p < 0.05. This meant that the students perceived that the 
development of these competencies and LU was far less than their expectation.  
This study found that the students wanted to improve their speaking accuracy and fluency. 
In discussing their English lectures and speaking tasks, the students identified that communication 
breakdowns occurred during a group or class discussion when they did not know how to respond in 
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English. This undermined their speaking confidence. These students were concerned about their 
inability to maintain continuous reciprocal communication which involved speaking and listening 
skills. This aligned with the findings from the survey which indicated that speaking and listening 
skills were primary. Nevertheless, as a considerable number of students found that they were bored 
with the models of discussion used during their English lectures because the communication was 
one directional, the area of their concern which they thought had not been much developed was 
‘strategic competence’ (Savignon, 2007) or knowledge of interaction patterns (Sayer, 2005) to 
improve their fluency. In the area of learning situation analysis, this provides insights into the 
necessity of understanding student-student classroom discourses to examine their effective 
participation in conversational exchanges (Sayer, 2005). However, learning situation analysis has 
not interested scholars in English speaking countries. Meanwhile, in EFL countries where students 
have no immediate need of oral communication, learner needs of strategy preferences might need to 
be emphasized (Nunan, 2001). This has not received much attention in the context of ESP 
pedagogy. This study contributes to our understanding of students’ awareness of their learning 
process, communication breakdowns occurring during classroom speaking activities, and strategies 
that they perceived would help them improve their speaking fluency. 
The students’ analyses of their learning process also revealed environmental constraints that 
potentially inhibited their success in improving their speaking proficiency. For example, besides 
inability to maintain two-way communication, some of them reported that they had no confidence 
to speak because of being afraid of making grammatical mistakes. Their stories of their learning 
experience in their secondary schools revealed that they had been much exposed to grammar 
teaching. When they joined the English Programs at the Department, they found a major shift in 
their English education, from the focus on grammar to the focus on speaking. These students 
acknowledged that this changed learning condition was a great challenge for them particularly as 
they scarcely practiced speaking English in their previous education. This condition was more 
striking because they found limited uses of English for social interactions in their environmental 
surroundings and limited exposures to English beyond listening to music and watching western 
films. Therefore, they found it hard to understand what they needed to do to improve their speaking 
competence. Drawing from their classroom speaking practices, they wanted to have more feedback 
with grammatical focus to improve their speaking accuracy.  
The findings related to the students’ expectation for grammar feedback for their speaking 
performance seemed contradictory to the results of the survey regarding the priorities of language 
use discussions in reading, listening, and writing. This was possibly due to the coverage of language 
use discussions in questionnaire items which included those being the interests of the students such 
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as discussions of technical terms, grammatical features and organization of accounting texts. The 
findings from their accounting analyses indicated that they wanted to learn English accounting 
terminology and English academic accounting texts. Their priorities in language use discussions as 
found in the results of the survey indicate their interests in broader aspects of English language 
uses.  
This study added to our understanding of the comprehensive information the students 
provided regarding their learning needs. Their learning experiences gave them insights into the 
learning problems they encountered, their learning context and priorities. In addition, their reports 
of their secondary and tertiary English education shed light on the existing gap associated with 
different educational orientations in these two institutions. Investigation into this gap is crucial to 
understand the areas of students’ learning difficulties in the critical changed learning condition.   
English Lecturers: Encouraging students to speak English with confidence. 
The key findings of the English lecturers’ analyses of the present situation indicated that 
their determination of the students’ learning needs was influenced by their consideration of the 
students’ language deficiency and the environment constraints regarding the limited uses of English 
for social interactions out of the classrooms. The findings of the English lecturers’ analyses of the 
students’ deficiency revealed that they predominantly perceived that their English proficiency was 
low. They reported observing the students’ speaking during students’ self-introduction activities at 
the beginning of the course or during grammar-speaking tests. This provided evidence that their 
deficiency analysis was pragmatic, based on their routine engagement with the students. This 
engagement provided them with insights into their English language proficiency. One of them 
perceived that students’ low proficiency stemmed from their low English educational achievement 
in secondary schools. While issues around the unreadiness of high school graduates to meet their 
academic reading requirements in higher education have been discussed by Indonesian scholars 
(e.g. Gunarwan, 1998; Kweldju, 1997, 1999, 2001; Nurweni & Read, 1999; Sadtono, 1995), the 
English lecturers in this study reported a similar concern particularly related to students’ low 
speaking ability. A similar complaint of insufficient preparation of English education at secondary 
schools for tertiary education was also found in the context of Hong Kong (e.g. Jackson, 2005). 
However, in this study, students’ reports of their learning condition in their secondary and tertiary 
English education revealed the different educational orientations in these two institutions. Thus 
despite such complaints, further investigations are needed to look into the learning gaps in the two 
different institutions to understand the sources of the students’ learning difficulties. 
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In line with their deficiency analyses, this study found that the majority of English lecturers 
lowered their target communication needs. They employed different instructional strategies but 
strived to achieve similar targets, i.e. enhancing students’ engagement in speaking English to build 
their confidence. In the early semesters, the strategies they used allowed code-switching, using a 
dictionary during speaking activities, and using simple teaching materials to raise the students’ 
confidence. Considerable attention was also devoted to improving students’ grammatical 
knowledge to enhance their speaking accuracy. For example, the use of “semantico-syntactic 
translation technique” was aimed to equip the students with a learning strategy to help them cope 
with the grammatical translation problem of L1 language transfer. This technique was combined 
with a selection of language functions that could be used by the students for interpersonal 
communication with their friends and lecturers. These were intended to arouse their interests to 
practise speaking English outside the classrooms. In an ESP course in the third year, one lecturer 
reported that he developed speaking activities with tenses-grammatical focus to improve speaking 
accuracy. These instructional strategies provided ample evidence of the lecturers’ priorities in 
addressing the students’ oral communication problems by focusing on building the students’ 
confidence to speak.  
The lecturers’ findings of their students’ lack of confidence in speaking supported studies in 
other EFL contexts such as Thailand, Japan, and Cina (e.g. Boonkit, 2010, Cowling, 2007, Xiao, 
2006) and the ESL context of Hong Kong (Trent, 2009). Nevertheless, the unexpected findings of 
this study was that the English lecturers’ single focus on the students’ confidence to speak resulted 
in their broad determination of target needs. For example, their business English was intended to 
enhance the development of the students’ general communication skills. Similarly, the development 
of listening, reading, and writing was perceived as secondary and intended to enhance the students’ 
speaking ability. One lecturer, for instance, reported that reading could be used for retelling 
activities to enhance the students’ speaking competence. In addition, the lecturers were also 
challenged to provide forums for students to communicate in English, one of which was a 
communication forum through a Facebook page. Like the other instructional activities, these forums 
generated the students’ interest in practicing communicating in English. These provide strong 
evidence that their target goals for achieving the students’ occupational communicative 
competences were not clearly defined. In addition, the extent to which these different lecturers were 
expected to contribute to help the students achieve their target occupational needs was not clear, 
leading the way towards further collaboration.   
This study also found that although the English lecturers and the students had similar goals, 
they had different priorities for learning needs. The findings showed that the lecturers’ pragmatic 
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analyses of the students’ deficiency and learning needs, which were predominantly based on their 
routine instructional experiences, gave them limited information about the process of the students’ 
learning. The majority of the lecturers involved grammatical discussions in speaking activities, 
implying that they paid considerable attention to the students’ grammar to support their speaking 
accuracy. On the other hand, the students’ identification of their learning problems revealed their 
preferences for grammar feedback and their need for knowledge of communication strategies. With 
the lecturers’ focus on accuracy, they did not recognize the students’ complaint about excessive 
exposure to grammar teaching. A mismatch occurred between what they assumed regarding their 
students’ language deficiency and what they intended to do to help them speak English. These 
findings provide insights into the necessity of involving students in needs analysis as they could 
provide information about factors in the learning process that might potentially become the sources 
of the problems that needed to be identified. 
Accounting lecturers: Enhancing the students’ knowledge of English accounting 
terminology in ESP courses.  
The key findings from the accounting lecturers’ analyses of the necessity of English 
terminology knowledge revealed that they included the development of terminology knowledge in 
their accounting instruction. They were concerned with the students’ unfamiliarity with basic terms 
related to types of financial statements and accounts. The bases of their analyses of the students’ 
lack of terminology mastery were their instructional experiences, the students’ thesis abstracts, and 
the students’ problems in dealing with case study exercises in English. They identified that the 
problems that frequently occurred was first the word-by-word translation of the terminology by the 
students and, second the limited knowledge of the English lecturers who were responsible for 
helping the students write their abstracts. This study found that the challenge that the accounting 
lecturers encountered was the development of this terminology knowledge for the students. Despite 
their terminology instructions, they found that the students’ mastery of the terminology was still 
poor. Thus these lecturers expected that the terminology knowledge could be developed in the ESP 
courses. 
The accounting lecturers’ expectation for the development of the terminology in ESP 
courses left them with a dilemma. They did not know how academic reading could be applied in the 
ESP courses as the English lecturers were not specialists in accounting. Instead, most of them 
suggested the English lecturers should focus only on the introduction of English accounting 
terminology. There were three constraints that might contribute to the accounting lecturers’ limited 
knowledge of English terminology instructions. First, they predominantly relied on their academic 
reading experiences in their undergraduate studies in developing the terminology lessons. Second, 
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the students learned accounting predominantly in Bahasa Indonesia. The accounting books the 
students read were also written in this language. Third, the lecturers perceived that English 
accounting textbooks were too complex and burdensome for the students. These provided strong 
evidence that English for academic purposes in this EFL context would likely be different from 
those in ESL contexts.  
In ESL contexts, research has shown the involvement of ESL students in English academic 
activities such as attending disciplinary lectures in English, reading English academic textbooks, 
and writing research papers (e.g. Flowerdew, 2010; Jackson, 2005; Leki & Carson, 1997). 
Therefore, the problems they encountered in these activities have been the focus of present situation 
analyses in these contexts. The new findings of this study was that the accounting lecturers focused 
only on English accounting terminology familiarization and did not involve the students in reading 
accounting texts in English. Thus, as indicated by most of the lecturers, knowledge of English 
accounts was a minimum requirement for the students. From one perspective, accounting 
terminology was perceived as the most salient feature in accounting texts by the accounting 
lecturers, on another hand, the minimum requirement, however, was attributed to their perceptions 
of the students’ language deficiency. These also provided evidence that there were limited uses of 
English for academic purposes in this context despite the Government agenda emphasizing English 
for academic purposes for the absorption of science and technology.   
In reference to the development of terminology instruction, this study found that the 
accounting lecturers focused on providing case study exercises in English. This focus indicated their 
intention to go beyond terminology familiarization. However, as they predominantly attributed the 
terminological problems to poor translations, they very likely had limited knowledge about 
linguistic aspects of accounting conceptions. Register analysis focusing on technical terms 
classification and lexical and grammatical analysis (Pueyo & Val, 1996) might be an area in which 
the English lecturers could help the students improve their knowledge of the English accounting 
terminology.  
Students: Desires to improve their knowledge of English accounting terminology to 
enable them to write financial statements in English. 
The findings from the students’ analyses of their accounting needs revealed that their focus 
on bilingual financial statements. The importance of these statements was evident for them as they 
found these statements on the internet, in their work experience and their friends’ information of 
similar work experience. They perceived that knowledge of English accounts and being able to 
write financial statements in English were necessary for their future jobs. This study found that their 
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focus on the terminology knowledge was heavily influenced by the difficulties they encountered in 
using the terminology. One student reported her difficulty in understanding an accounting process 
during her work practice because of her unfamiliarity with the English accounts. Similarly, some 
students acknowledged their unfamiliarity with the terminology used in accounting textbooks and 
got difficulties in dealing with these texts and case exercises which were presented in English. 
These students attributed their difficulties to the inadequacy and complication of learning English 
accounts in their accounting and ESP courses.  
The students analysed the inadequacy of learning English accounts based on the case study 
exercises they received from their accounting lecturers and their ESP courses. They perceived that 
aspects of their learning difficulties were attributed to the lecturers’ instructional models. For 
example, they pointed out that case study exercises provided by the accounting lecturers did not 
adequately help them understand the terminology because there was limited information about 
what, how, and when the terminology was used. They also acknowledged that in their preparation 
for a business role play, they and the English lecturers had different ideas about appropriate uses of 
some terms related to budgeting. They believed that the English lecturers were not familiar with 
terminologies used in accounting discipline. Thus one student perceived that it was necessary for 
the English lecturers to learn accounting for the purpose of helping the students learn the 
terminology. This implied the students’ beliefs in the inability of the English lecturers to help them 
with terminology knowledge unless the lecturers learned accounting. The students’ 
acknowledgement of their learning difficulties with the terminology together with the accounting 
lecturers’ demand for the inclusion of terminology teaching in ESP courses may bring about 
implications for interdisciplinary teaching which may be burdensome for the English lecturers. This 
study provides evidence of the complexity of discussing discipline-specific accounting content in an 
EFL context where both the students and subject lecturers get difficulties in accessing knowledge 
written in English. In this study, capability for interdisciplinary teaching was desired and the 
English lecturers were encumbered by a difficult task, i.e. learning specialist knowledge which was 
not the area of their expertise. This brings about reconsideration of cooperation between English 
and subject lecturers which is discussed further in the fourth research questions.     
RQ 2: What do the current needs assessment practices at one Accounting Department 
of a tertiary vocational education reveal about the existing cooperation between 
English and accounting lecturers on needs assessment? 
Both the English and accounting lecturers analysed the students’ needs pragmatically. 
However, there were different foci of needs analysis made by the English and accounting lecturers 
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as they analysed the students’ needs for English independently. Each group concentrated on 
addressing the students’ needs related to their own specific discipline. It was evident as the target 
occupational needs they determined were confined to the limited disciplinary focus of each group. 
For example, while the English lecturers focused on communicative competencies for general social 
interactions in the workplace, the accounting lecturers predominantly concentrated on the 
development of English accounting terminology. However, informal discussions occurred in 
teaching material preparations. This case was limited to the report from the English administrator 
who personally consulted with accounting lecturers about his selection of business texts. This meant 
formal cooperation for interdisciplinary discussions of ESP materials rarely took place in ESP 
education in this context.  
Despite the inclusion of terminology discussion in the accounting lecturers’ instructions, 
these accounting lecturers found that the students’ terminology mastery was low. Thus they 
expected that English terminology knowledge could be developed in ESP courses. They however 
doubted how terminology would be developed in these courses. This suggested that they did not 
know what was going on in the courses. They believed that accounting texts might be too complex 
for non-accountants. One accounting lecturer explained that one account might be related to 
different stages of recording financial data, and non- accountant might not recognize how one 
account affected financial recording. She offered an alternative for cooperation between English 
and accounting lecturers in providing case exercises in which the accounting lecturer prepared the 
accounting work and the English lecturer helped the students in communicating the case in English. 
The other accounting lecturers acknowledged that cooperation had never been conducted. They 
attributed the use of non-standard accounting terms as found in the students’ English abstracts to the 
lack of coordination between the English and accounting lecturers. This study also found that the 
accounting lecturers themselves did not see any urgency to develop a formal coordination 
mechanism among them to discuss the teaching of the terminology. The development of 
terminology in the accounting instructions was much left to the accounting lecturers’ individual 
interpretations.  
ESP has long been suggested to include cooperation between English and subject-specific 
teachers because of the relevance of subject-specific content to ESP (Dudley-Evans & John, 1998; 
Northcott & Brown, 2006; Platt, 1993; Selinker, 1988; Swales, 1986; Yin, 1988; Zhang, 2007).  In 
this context of study, this cooperation had been less developed. Nevertheless, this study found that 
the accounting lecturers’ attribution to literal translations and explanation about discrepancies 
between English and accounting terms provided insights not only into where the English and 
accounting lecturers could cooperate, but also into the accounting lecturers’ limited knowledge of 
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linguistic aspects of terminology conceptions. Research on accounting terminology revealed that the 
conceptions of terminology might be influenced by sociocultural contexts in which the accounting 
practice has been established (e.g. Evans, 2010b; Kosmalla-Maclullich, 2003). These conceptions 
were also influenced by other factors such as the needs of technical terms for communicating with 
other accountants or non-accountants (Parker, 1994), one of which might be evident in the 
standardization of financial reports to provide a more informative financial reporting to investors 
(Crawford, Ferguson, Helliar & Power, 2013). In addition, terminology cannot be defined in 
isolation from the context of its discussion in a text and should be understood as part of a larger 
framework represented in the text (e.g. Halliday & Martin, 1993). With their focus on translation 
problems in their terminology teaching and decontextualization of terminology teaching, the 
accounting lecturers’ lack of knowledge of terminology conceptions was evident.  
Studies in accounting registers revealed that terminology discrepancies are complex as 
accounting terminology cannot be separated from the existing established system of recording and 
reporting financial data in each country (e.g. Kosmalla-Maclullich, 2003). For example, Kosmalla-
Maclullich (2003) examined that the constructs of “true and fair” financial reporting in Polish 
aroused a variety of translations which indicated a lack of consensus in the translation of this term. 
In addition, as Bhattacharyya (1974) acknowledged that international terminology standardization 
in basic sciences were written in a few major languages of the world (e.g. English, French, 
German), the case might also be true with accounting terminology standardization. This condition 
becomes more striking as conformity with international standardization will not always be 
successful because of the different circumstances at national, regional, or local levels 
(Bhattacharyya, 1974). These implied that the introduction of English accounting terms to the 
students might not be merely related to finding the appropriate corresponding terms in the 
Indonesian accounting, but might also include the discussion of the conceptions of accounting terms 
both in English and in Indonesian accounting. This finding suggests that cooperation between 
English and accounting lecturers may be pivotal to learning. 
RQ 3: How do English and accounting lecturers understand each other’s needs for 
ESP education in their collaborative discussions of learner needs? 
The key findings from the facilitated collaborative discussions of the students’ needs 
between the English and accounting lecturers revealed that both groups were interested in 
understanding each other’s concerns about the students’ English needs both for communicative and 
accounting purposes. In addition, their collaborative analyses of the students’ needs aligned with 
their individual analyses both in terms of their determination of target occupational needs and their 
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consideration of related issues regarding the students’ language deficiency, environment constraints, 
and the students learning needs. In the workshop, the results of the lecturers’ brief examination of 
the ESP syllabus revealed that they had different viewpoints in interpreting ‘relevance’ of the ESP 
syllabus to those of accounting. For example, while the English administrator related relevance to 
the function of English as a means of communicating specialist knowledge, one accounting lecturer 
referred it to the topics in the ESP syllabus which were considered as majoring in business rather 
than accounting. They had different bases of analzing relevance. Nonetheless, their collaborative 
discussions had brought them to consider the inclusion of accounting content in the ESP courses 
despite some constraints that could not be resolved. The areas that became the foci of the two 
groups’ discussions were the development of English accounting terminology knowledge in ESP 
courses and discussion of accounting content in the students’ business presentations.  
Opposing views of terminology instructions: Constraints and the unresolved problem. 
The key findings of the accounting lecturers’ analyses of the students’ occupational and 
academic needs revealed that they perceived the students would deal with accounting texts both for 
occupational and academic purposes. However, they focused on the need to develop the students’ 
English accounting terminology knowledge. The issues they raised remained the same related to 
literal translation problems and the unavailability of the accounting corresponding terms in the 
Indonesian accounting. This aroused one English lecturer’s concern about the issue of 
decontextualization of terminology discussions. He pointed out that if the Department used English 
textbooks and documents for academic purposes in its specialist courses, the students’ terminology 
mastery would be enhanced. In this case he emphasized the importance of understanding 
terminology within its context of use. However, discussion of contextualized terminology in 
academic texts was deficient not only for the English lecturers but also for the accounting lecturers.  
Two accounting lecturers pointed out that teaching accounting using English academic texts 
were challenging for them. They themselves still struggled to understand the theoretical conceptions 
presented in specialist English textbooks. One of them gave as an example the difficulty of 
understanding a theoretical conception related to managerial process because illustrations were not 
provided. Academic reading requires understanding of knowledge construction, i.e. the way a writer 
uses language to represent discipline-specific knowledge and the way he/she and his/her community 
create or construct the knowledge (Hyland, 2006). Thus, as the accounting lecturers said, 
understanding an accounting concept represented in English forced them to compare the 
constructions of the concept in English and Indonesian books. They therefore believed that 
discussing English accounting texts in their accounting courses would be too complex for students. 
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On the other hand, for the English lecturers, using English academic texts would mean 
learning discipline content from the specialist lecturers. One English lecturer acknowledged that 
English lecturers’ willingness to learn content from the specialist lecturers was necessary, although 
he reported that in reality both groups of lecturers had limited time for such cooperative content 
discussion. The issue regarding the burden ESP teachers have to take on when dealing with highly 
specific texts supported the previous research findings (e.g. Belcher, 2006; Hutchinson & Waters, 
1984; Lu & Julien, 2001; Yin & Cheung, 1986; Yin, 1988), thus ESP practitioners also suggested 
concentrating on the development of communicative competencies (e.g. Burns & Joyce, 2000; van 
Ek, 1990; So-mui and Mead, 2000). This study provides evidence for the English lecturers’ 
preference to focus on developing students’ communicative needs due to their incapability of 
teaching specialist content which is discussed next.   
Communicative skill development with accounting content discussion: Constraints and 
compromises. 
The two groups of lecturers were interested in finding a middle ground between them to 
allow discussions of accounting content in ESP courses. However, in this one workshop, they were 
unable to reach compromises in the teaching of terminology. Instead, the two parties negotiated the 
area in which the English lecturers would be able to include accounting content discussions in their 
ESP courses. For example, one accounting lecturer raised his concern with the difficulty that might 
be faced by the English lecturers if they had to teach English for accounting specifically. Thus some 
accounting lecturers proposed teaching basic concepts such as components of financial statements, 
types of financial statement forms and their definitions. The responses from the English lecturers 
indicated their concerns with their capabilities in teaching the materials. As they acknowledged that 
they would not be responsible for disciplinary content, there would be no significant change in the 
discussion of specialist content with the students. However, the majority of the accounting lecturers 
agreed with them to focus on the development of communicative competencies because the English 
lecturers did not have a high level of specialist knowledge. Some English lecturers pointed out that 
they would include discussions of financial statements and assign the students to explain some 
terms as they believed that these students already got background knowledge. Nevertheless, such 
discussions would only focus on communicative skills and the students’ mastery of terminology 
knowledge would not be prioritized.   
This study found that the accounting administrator disagreed with solely focusing on 
communicative competencies without considering the students’ understanding of the specialist 
content/terminology. The separation of content from language has been criticized by scholars as it 
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causes students to focus on language forms rather than the knowledge carried in the source text 
(Leki & Carson, 1997; Benesch, 2001). Leki and Carson (1997) argued that it might undermine 
students’ intellectual engagement despite the requirement to acquire discipline-specific 
knowledge/content when students dealt with their discipline-specific course (e.g. Barron, 2002, 
Leki & Carson, 1997). However, this study adds to our understanding that although the accounting 
administrator had a similar concern regarding the importance of the students’ acquisition of the 
specialist content or, in his context, terminology knowledge, he and the other accounting lecturers 
admitted the challenge they encountered in dealing with specialist knowledge represented in 
English. Therefore, they themselves were less successful in enhancing the students’ mastery of 
terminology knowledge as they solely focused on terminology familiarization. Furthermore, they 
typically attributed the students’ low terminology mastery to the problem of terminology 
translation. Realizing that accounting discipline is beyond the area of the English lecturers’ 
expertise, the majority of the accounting lecturers also agreed to focus on developing 
communicative competencies with content discussion to arouse the students’ interest in speaking 
practice.  Therefore, despite the compromises made by the English and the accounting lecturers 
regarding the inclusion of specialist content in ESP courses, the development of the students’ 
terminology mastery in these courses remained unresolved.  
The above findings suggest that ESP in this EFL context should involve consideration of 
who ESP stakeholders are in this context and how each party is expected to contribute to helping 
ESP students achieve their goals. Understanding each other’s expertise is crucial as the demand the 
accounting lecturers imposed to include specialist content discussion in ESP courses bring about the 
English lecturers’ resistance in teaching this content. Thus collaboration between these two 
stakeholders is more demanding in this context.  
RQ 4: What are the implications for future collaboration between ESP and accounting 
lecturers in needs assessment in the EFL context investigated in this study? 
The key findings of this study indicated that the future collaborations between English and 
accounting lecturers should be on collaborative analyses of target needs. Analysis of target language 
uses has been considered important in ESP to determine the goals of ESP education (e.g. 
Camiciottoli, 2010; Cowling, 2007; Edwars, 2000; Evans, 2012; Holliday, 1995). This study found 
that target needs information was considered most important to determine the English educational 
goals. Both the English and accounting lecturers in this context directed their teaching practices 
toward meeting the students’ target occupational needs notwithstanding their pragmatic analyses of 
the target situation. However, this study also found that their pragmatic analyses of students’ target 
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English needs resulted in their limited knowledge of language uses in the target workplace 
discourse communities.  
Despite their limited knowledge of language uses in the workplace, the accounting and 
English lecturers’ assumption of workplace needs pervaded their decisions in determining other 
needs. For example, the accounting lecturers’ determination of the need for teaching English 
accounting terminology was derived from their familiarity with the register in their discipline rather 
than knowledge about workplace discourse. However, this influenced their decision to focus on 
teaching this terminology in their accounting courses and to suggest the inclusion of terminology 
discussion in ESP courses. Pueyo and Val (1996) discussed the construction of technical 
terminology with the students in the field of plastics because these students dealt with this 
terminology in their academic texts. In the context of this study, the students did not read English 
academic accounting texts except those written in Indonesian. The concerns were that while 
knowledge of English accounting terminology was not required in the students’ accounting 
academic reading, little was also known about the extent to which English terminology knowledge 
would affect the students’ understanding of accounting practice in the workplace. The accounting 
lecturers only assumed that these students would deal with bilingual financial statements in their 
future jobs. Although the lecturers lacked information about target language use in the workplace 
accounting practice, they determined that the terminology knowledge was primary for the students. 
Complications arose because the direction of accounting terminology teaching was not 
clearly defined. It was evident as the accounting lecturers themselves were predominantly 
concerned with “terminology familiarization” even though they provided case study exercises in 
English. Understanding language uses in workplace accounting practice is important not only to 
examine whether English accounts have been widely used in the Indonesian context, but also to 
investigate, for example, the extent to which the graduates’ English accounting terminology 
knowledge affects their understanding of accounting practice in the workplace. This study found 
that while the accounting lecturers were familiar with accounting register and able to recognize 
specific communicative tasks in the workplace, they had limited knowledge about linguistic 
conceptions of terminology and how terminology is embedded and contextualized in a text. Thus 
the findings of this study highlight the necessity of collaboration between English and accounting 
lecturers on target needs analyses in the future. This necessity was evident particularly because in 
the collaborative workshop the development of terminology mastery in ESP courses was still 
unresolved despite the accounting lecturers’ strong desire to boost students’ terminology knowledge 
for occupational purposes.  
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In addition, the collaborative discussions of the students’ needs revealed that English 
academic accounting texts were challenging for the accounting lecturers and thus they 
predominantly did not discuss English accounting terminology as contextualized in English 
accounting texts. This study also found that the English lecturers were resistant to discuss highly 
specialist accounting texts in their ESP courses because specialist content was not the area of their 
expertise. Therefore, future collaboration should also take into account these constraints. If 
accounting texts were to be discussed in EAP courses, the typical conditions such as those found in 
the contexts where the discipline specialists were native speakers of English would likely not be 
found in the EFL contexts of Indonesia. What roles each party would be expected to contribute to 
accounting education in the Department should be clearly defined. The findings suggested that part 
of the complication arose from terminology teaching was because the target needs were not clearly 
defined. The stakeholders had limited knowledge of English language uses in the target discourse 
community. However, as needs analysis is an on-going process (e.g. Taillefer, 2007; Flowerdew, 
2010), what roles each party will be expected to participate in accounting education at the 
Department should always be revisited, revised, and enhanced. The fact that some English lecturers 
only referred English language use to “English as a means of communication” would suggest that 
enhancement of ESP research is pivotal. Improvement of target needs analysis will enhance the 
stakeholders’ understanding of the roles they can play in ESP education. 
The findings of this study add to our understanding that the accounting lecturers provided 
useful information about the register in the accounting field which was central in the accounting 
practice and workplace communication tasks which were related to the students’ specific discipline. 
Thus future collaboration on target situation analysis could start from what they had already 
identified. Identifying target communicative tasks is complex due to the specificity of language use 
in a particular context. Thus, despite the limitations of their perspectives, information obtained from 
them can be used as the basis to investigate language use in the target discourse community. As this 
study also found that the two groups of lecturers were willing to cooperate, this together with the 
improvement in target situation analysis will address the students’ problems of terminology 
mastery. Therefore, this study sheds light on demand for higher involvement of the English and 
accounting lecturers in needs assessment in this EFL context. 
Limitations of the Study 
This study has provided in-depth understanding about the needs analysis practices of the 
stakeholders in one accounting department in a tertiary vocational education in Indonesia. It has 
also provided insights into the levels of cooperation between the English and accounting lecturers in 
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analysing students’ needs for English in facilitated collaborative settings. However, as this study 
adopted a case study, the possible shortcoming is the results that were derived from a particular 
selected institution which has limited generalizability to the other educational settings, although 
thematic generalizability is certainly possible.  
This study found that the stakeholders in the department pragmatically analysed the target 
and present situation needs. They derived students’ needs mainly from their instructional practices. 
The findings suggested that pragmatic needs analysis practices may be evident in other educational 
settings such as those where a priority is given on teaching over research due to, for example, 
limited research funding.   
Another limitation may come from the research instruments. While this study was intended 
to investigate the needs analysis practices of the stakeholders, this study predominantly relied on 
investigation of the stakeholders’ perspectives based on the interview data. Ideally, investigation on 
practices should include observation in situ such as collaboration during a syllabus/curriculum 
design. However, such observation was beyond the scope of this study.  
Implications for Future Research  
This study has shown the needs perspectives of the stakeholders in the accounting field in a 
particular vocational institution. Future research could focus on the perspectives of those in a 
similar field of accounting across tertiary vocational institutions in the EFL context of Indonesia. 
This will allow the findings of this study to be generalised to cover broader coverage of accounting 
specialists’ perspectives. 
This study has also shown two areas that warrant further investigations: accounting 
practitioners’ communicative tasks in the target discourse communities and English accounting 
registers in the workplace accounting practice. These are specific to investigate language uses in the 
target workplace accounting communities in the EFL context of Indonesia. Research in the area has 
been less investigated. 
The participants of this study were local and received their bachelor and master degree 
education in local universities. Further research could focus on the perspectives of those who had 
experience in international education. 
Implications for Practice 
On practical level, the findings of this study can benefit ESP practitioners and administrators 
who find a similar situation in which research on needs analysis has not been well-developed. 
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Needs analysis is an on-going process and this study could be considered as an environment 
analysis which provided a basis to understand needs analysis practices in an institution. Even 
though the findings were specific to a particular context, an environment analysis provides insights 
into the sources of the problems of needs analysis practices that need to be identified. This study 
highlighted that the stakeholders’ perspectives on learner needs have been much influenced by how 
they view their discourse community and how English functions in this community. This 
environment analysis could provide insights into how the stakeholders of an institution viewed 
English language uses in the perceived target discourse community which could become the basis 
for further research in target situation analysis. 
Conclusion 
The aims of this study were to investigate the current ESP needs perspectives and needs 
analysis practices in one accounting department of a tertiary vocational education in an EFL context 
of Indonesia and explore the extent to which English and accounting lecturers collaborate in needs 
analyses. This study argued that ESP stakeholders’ perspectives of learner needs and the roles they 
play in needs assessment have been much influenced by how they view their discourse community 
and how English functions in this community. This study has shown that the stakeholders in this 
context of study directed their English education toward meeting the students’ target occupational 
needs as they perceived notwithstanding their pragmatic analyses of the target situation. The 
stakeholders’ views of how English functioned in the perceived target discourse communities 
pervaded their decisions in considering the direction of learning needs while taking into account the 
students’ language deficiency. This suggested that while target needs were considered primary, the 
stakeholders paid considerable attention to present needs. Thus in practice, needs analyses cover 
both target situation and present situation analyses notwithstanding the stakeholders’ pragmatic 
needs analyses. This study has also shown the relevance of ESP to specialist content. However, in 
practice the subject lecturers rarely cooperated with the English lecturers. One issue they raised was 
whether both parties would have time to cooperate. This study has provided insights into the 
accounting and English lecturers’ resistance in dealing with English accounting academic texts in 
both ESP and accounting courses. The accounting lecturers acknowledged that English academic 
texts were complex and would require them to spend more time to understand the conceptions of 
knowledge. Meanwhile, the English lecturers considered that specialist content was not the area of 
their expertise. This study has also added to our understanding of the comprehensive information 
the students could provide regarding their learning experiences, problems, and priorities.  
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Overall, this study contributes to our understanding and knowledge of ESP stakeholders’ 
multilayered analyses of target and present situation needs in the EFL context of Indonesia. The 
findings provide evidence for the necessity of collaborative needs analysis between English and 
accounting lecturers. The findings also provide insights into the importance of understanding 
students’ perspectives of their needs. Therefore, the findings suggest that in the future the 
involvement of these different groups of stakeholders in needs analysis is pivotal. 
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Appendices 
Appendix A1: Questionnaire for students 
 
Questionnaire on English Language Skills (English Version) 
 
A. Introduction  
Please check/tick and complete the space whichever is applicable.  
 
1. Gender: Female □  Male □  
2. Age: 18 years □ 19 years □ 20 years □ 21 years □ 22 years □ 
3. Are you currently taking any English language courses outside the State Polytechnic of Malang? 
Yes □  No □   
If yes, specify your reasons of taking the course  ……………………………………………. 
………………………………………………………………………………………………...  
  
B. For each of the following statements you need to make two judgements. First, on the left hand side, 
circle the appropriate number that matches how important you think these skills are in meeting the 
English needs of the accounting students. Second, on the right hand side, circle the appropriate 
number that matches how these skills are developed in the English courses for accounting students.  
 
1 = Unimportant 1 = Not developed 
2 = Somewhat unimportant 2 = Rarely developed 
3 = Somewhat important 3 = Sometimes developed 
4 = Very important 4 = Often developed 
S p e a k i n g   S k i l l s 
1 2 3 4 1. Asking and answering questions and exchanging ideas and information 
on familiar topics in predictable everyday situations. 
1 2 3 4 
1 2 3 4 2. Participating in group discussions on familiar topics, giving comment 
and expressing a point of view quite clearly. 
1 2 3 4 
1 2 3 4 3. Accounting for and sustaining opinions (on familiar topics) in 
(informal) group discussion by providing relevant explanations, 
arguments and comments. 
1 2 3 4 
1 2 3 4 4. Asking for and passing on detailed information related to specific topic 
in the general business field.  
1 2 3 4 
1 2 3 4 5. Asking for and passing on detailed information related to specific topic 
in the accounting field.  
1 2 3 4 
1 2 3 4 6. (Addressing audiences in a meeting) giving a clear, prepared 
presentation, with highlighting of significant points, and relevant 
supporting detail 
1 2 3 4 
1 2 3 4 7. (Putting a case in a meeting) developing an argument, expanding and 
supporting a point of view at some length with subsidiary points and 
relevant examples. 
1 2 3 4 
1 2 3 4 8. Interviewing and providing concrete information required in a job 
interview/consultation. 
1 2 3 4 
1 2 3 4 9. Delivering announcements on topics in a business or accounting field 
with a degree of clarity and fluency. 
1 2 3 4 
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1 = Unimportant 1 = Not developed 
2 = Somewhat unimportant 2 = Rarely developed 
3 = Somewhat important 3 = Sometimes developed 
4 = Very important 4 = Often developed 
S p e a k i n g   S k i l l s 
1 2 3 4 10. Techniques to design logical and well-structured presentation.  1 2 3 4 
1 2 3 4 11. Using appropriate non-verbal communication in English 1 2 3 4 
1 2 3 4 12. Discussions on the necessary vocabulary, specific technical terms in a 
business/accounting field before discussion/presentation. 
1 2 3 4 
1 2 3 4 13. Discussions on the linguistic features and particular patterns of 
communication of professionals in specific field (e.g. business 
meeting). 
1 2 3 4 
1 2 3 4 14. Feedback on ideas which were not clearly expressed in the 
presentation 
1 2 3 4 
1 2 3 4 15. Feedback on the overall design of the presentation. 1 2 3 4 
1 2 3 4 16. Feedback on general grammatical aspects (sentence structures). 1 2 3 4 
L i s t e n i n g   S k i l l s 
1 2 3 4 17. (Listening to non-native speakers of English) Getting the main points 
of clear standard speech on familiar matters regularly encountered in 
school, campus, leisure, etc., including short narratives. 
1 2 3 4 
1 2 3 4 18. (Listening to standard announcements and instructions of native or 
non-native speakers of English) Getting the main points of short, clear, 
simple messages and announcements. 
1 2 3 4 
1 2 3 4 19. (Listening to conversation on general topics between non-native or 
native speakers) Getting the main points of discussion, provided 
speech is clearly articulated in standard dialect. 
1 2 3 4 
1 2 3 4 20. (Listening to non-native speakers of English in a lecturer) 
Understanding lectures in business/accounting field, provided the 
subject matter is familiar and the presentation clearly structured. 
1 2 3 4 
1 2 3 4 21. (Listening to non-native or native speakers of English in a talk, report 
or presentation) Following talks, reports or presentations in 
business/accounting field, provided the subject matter is familiar and 
the presentation clearly structured. 
1 2 3 4 
1 2 3 4 22. Understanding the main ideas of standard speech in discussions of 
specialised topics related to accounting/ business. 
1 2 3 4 
1 2 3 4 23. Understanding arguments in discussions of specialised topics related 
to accounting/business. 
1 2 3 4 
1 2 3 4 24. Understanding English lecturers’ speaking guidance related to the 
topic being discussed. 
1 2 3 4 
1 2 3 4 25. Understanding English native speakers’ conversation in audio media 
related to the topic being discussed. 
1 2 3 4 
1 2 3 4 26. Understanding English native speakers’ conversation in audio-video 
media related to the topic being discussed. 
1 2 3 4 
1 2 3 4 27. Understanding the conversation of English non-native speakers from 
countries like Hong Kong and Singapore through audio media related 
to the topic being discussed. 
1 2 3 4 
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1 = Unimportant 1 = Not developed 
2 = Somewhat unimportant 2 = Rarely developed 
3 = Somewhat important 3 = Sometimes developed 
4 = Very important 4 = Often developed 
L i s t e n i n g   S k i l l s 
1 2 3 4 28. Understanding the conversation of English non-native speakers from 
countries like Hong Kong and Singapore through audio-video media 
related to the topic being discussed. 
1 2 3 4 
1 2 3 4 29. Checking the students’ understanding of new vocabulary and 
technical terms used in the audio/audio-video recordings. 
1 2 3 4 
1 2 3 4 30. Checking the students’ understanding of the grammatical features of 
the expressions used in the audio/audio-video recordings. 
1 2 3 4 
1 2 3 4 31. Checking the students’ understanding of the linguistic features and 
particular patterns of communication of professionals in 
business/accounting field in the audio/audio-video recordings. 
1 2 3 4 
R e a d i n g   S k i l l s 
1 2 3 4 32. Reading short, simple texts of general topics. 1 2 3 4 
1 2 3 4 33. Reading to find and understand general information in everyday 
material such as letters, brochures, and short official documents. 
1 2 3 4 
1 2 3 4 34. Reading to understand instructions on a new machine or procedure 1 2 3 4 
1 2 3 4 35. Reading to recognize significant points in magazine or newspaper 
articles. 
1 2 3 4 
1 2 3 4 36. Reading to scan longer texts in order to locate desired information, 
and gather information from different parts of a text, or from 
different texts in order to fulfil a specific task. 
1 2 3 4 
1 2 3 4 37. Reading to understand short, simple texts and subjects related to 
one’s field of study or job. 
1 2 3 4 
1 2 3 4 38. Reading to understand the main points in longer, complex specialised 
texts (e.g. business or accounting texts) on familiar subjects. 
1 2 3 4 
1 2 3 4 39. Reading to recognize the line of argument in the treatment of the 
issue presented in specialised texts (e.g. business texts).  
1 2 3 4 
1 2 3 4 40. Reading to understand the main conclusions in clearly signalled 
argumentative specialised texts in business. 
1 2 3 4 
1 2 3 4 41. Reading correspondence relating to his/her specific field (business or 
accounting field) and readily grasp the essential meaning. 
1 2 3 4 
1 2 3 4 42. Discussions on the difficult vocabulary of general texts before 
reading. 
1 2 3 4 
1 2 3 4 43. Discussions on the grammatical features of general texts. 1 2 3 4 
1 2 3 4 44. Discussions on the difficult vocabulary and specific technical terms 
of specialised texts in business or accounting field before reading. 
1 2 3 4 
1 2 3 4 45. Discussions on the grammatical features of specialised texts (e.g 
accounting and business field). 
1 2 3 4 
1 2 3 4 46. Discussions on the organization of a specialised accounting text and 
the communicative intentions of the writer.  
1 2 3 4 
1 2 3 4 47. Discussions on the associated tasks pertaining to a specialised 
accounting text. 
1 2 3 4 
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1 = Unimportant 1 = Not developed 
2 = Somewhat unimportant 2 = Rarely developed 
3 = Somewhat important 3 = Sometimes developed 
4 = Very important 4 = Often developed 
W r i t i n g   S k i l l s 
1 2 3 4 48. Writing everyday aspects of one’s environment, e.g. places, people, 
living conditions, educational background, etc. in linked sentences. 
1 2 3 4 
1 2 3 4 49. Writing short coherent texts on familiar subjects with variation of 
sentence structure (e.g. simple, compound and complex sentences). 
1 2 3 4 
1 2 3 4 50. Completing forms related to personal information. 1 2 3 4 
1 2 3 4 51. Writing memos, notices, or summary on familiar subjects. 1 2 3 4 
1 2 3 4 52. Preparing professional correspondence in business/accounting field 
and understanding the specific terms, styles and writer’s intentions 
found in the correspondence. 
1 2 3 4 
1 2 3 4 53. Writing important points of a meeting in a well-structured text. 1 2 3 4 
1 2 3 4 54. Synthesizing information and arguments from a number of sources in 
business or accounting field.  
1 2 3 4 
1 2 3 4 55. Writing clear, longer coherent texts or essays, developing a point of 
view on specialized topics related to business/accounting field. 
1 2 3 4 
1 2 3 4 56. Discussions of vocabulary and sentence structures of a piece of short 
writing such as describing places. 
57. Discussions of paraphrasing and summarizing short texts.  
1 2 3 4 
1 2 3 4 58. Discussions of text organization of a general text (e.g. expository 
writing) and its communicative purpose. 
1 2 3 4 
1 2 3 4 59. Discussions of specialised text organization (e.g. business 
correspondence) and its communicative purpose. 
1 2 3 4 
C. Please add any other comments about the English language skills needed in English for accounting 
purposes .......................................................................................................................... 
............................................................................................................................................................... 
............................................................................................................................................................... 
............................................................................................................................................................... 
............................................................................................................................................................... 
 
THANK YOU 
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Appendix A2: Questionnaire for Students 
Questionnaire on English Language Skills (Indonesian Version) 
 
A. Lengkapi dan berilah tanda silang pada kotak yang tersedia sesuai dengan kondisi anda. 
 
4. Jenis kelamin: Perempuan □  Laki-laki □  
 
5. Umur: 18 tahun □ 19 tahun □ 20 tahun □ 21 tahun □ 22 tahun □ 
 
6. Apakah anda sedang mengambil kursus bahasa Inggris di luar Politeknik Negeri Malang saat ini? Ya 
□  Tidak □   
Jika ya, berikan alasan kenapa mengambil kursus bahasa Inggris diluar ...…………………. 
………………………………………………………………………………………………...  
  
B. Untuk tiap pernyataan berikut ini anda diminta membuat dua penilaian. Pertama, pada kolom 
sebelah kiri, lingkari angka yang sesuai dengan penilaian anda tentang seberapa penting skill-skill 
(kecakapan) berbahasa Inggris berikut ini untuk memenuhi kebutuhan bahasa Inggris mahasiswa 
akuntansi. Kedua, pada kolom sebelah kanan, lingkari angka yang sesuai dengan kondisi bagaimana 
skill-skill (kecakapan) tersebut dikembangkan didalam mata kuliah bahasa Inggris.  
 
1 = Tidak penting 1 = Tidak dikembangkan 
2 = Agak tidak penting 2 = Jarang dikembangkan 
3 = Agak penting 3 = Kadang-kadang dikembangkan 
4 = Sangat penting 4 = Sering dikembangkan 
English Speaking Skills 
1 2 3 4 1. Menanyakan dan menjawab pertanyaan serta bertukar ide dan 
informasi pada topik-topik yang dikenal dalam situasi percakapan 
sehari-hari yang dapat diprediksi.  
1 2 3 4 
1 2 3 4 2. Berpartisipasi dalam diskusi kelompok pada topik-topik yang dikenal, 
menyampaikan komentar dan pandangannya dengan cukup jelas. 
1 2 3 4 
1 2 3 4 3. Memberikan dan mendukung pendapat dengan cara memberikan 
penjelasan, argumen, dan komentar yang relevan pada diskusi 
kelompok informal dengan topik-topik yang dikenal. 
1 2 3 4 
1 2 3 4 4. Meminta dan menyampaikan informasi secara rinci pada topik-topik 
yang berkaitan dengan bisnis secara umum. 
5. Meminta dan menyampaikan informasi secara rinci pada topik-topik 
yang berkaitan dengan bidang dan kegiatan akuntansi. 
1 2 3 4 
1 2 3 4 6. (Untuk sebuah meeting atau pertemuan) mempersiapkan dan 
melakukan presentasi dengan jelas dengan memberikan penekanan 
pada poin-poin penting dan rincian data pendukung yang relevan.  
1 2 3 4 
1 2 3 4 7. (Dalam penyampaian sebuah kasus di suatu pertemuan) 
mengembangkan argumen, memberikan dan mendukung sebuah 
pandangan dengan memberikan poin-poin tambahan dan beberapa 
contoh yang relevan.   
1 2 3 4 
1 2 3 4 8. Memberikan informasi yang konkrit yang diminta didalam sebuah job 
interview atau konsultasi.  
1 2 3 4 
 
 
207 
 
1 = Tidak penting 1 = Tidak dikembangkan 
2 = Agak tidak penting 2 = Jarang dikembangkan 
3 = Agak penting 3 = Kadang-kadang dikembangkan 
4 = Sangat penting 4 = Sering dikembangkan 
English Speaking Skills 
1 2 3 4 9. Menyampaikan pengumuman yang berkaitan dengan topik-topik di 
bidang akuntansi dan bisnis dengan jelas dan lancar. 
1 2 3 4 
1 2 3 4 10. Teknik-teknik untuk mendesain presentasi yang logis dan terstruktur.  1 2 3 4 
1 2 3 4 11. Mempergunakan komunikasi non-verbal (bahasa tubuh) yang tepat 
dalam komunikasi bahasa Inggris.  
1 2 3 4 
1 2 3 4 12. Pembahasan kosa-kata dan istilah-istilah khusus dalam 
bisnis/akuntansi sebelum aktivitas presentasi atau diskusi.  
1 2 3 4 
1 2 3 4 13. Pembahasan tata bahasa dan pola komunikasi khusus pada bidang 
bisnis atau akuntansi, misalnya pola yang dipergunakan oleh para 
professional di dalam sebuah bisnis meeting.  
1 2 3 4 
1 2 3 4 14. Pemberian feedback pada ide-ide yang tidak jelas disampaikan 
didalam presentasi.  
1 2 3 4 
1 2 3 4 15. Pemberian feedback pada desain presentasi secara menyeluruh.  1 2 3 4 
1 2 3 4 16. Pemberian feedback pada aspek penggunaan tata bahasa (struktur 
kalimat). 
1 2 3 4 
English Listening Skills 
1 2 3 4 17. (Mendengarkan pada non-native speakers of English/bukan penutur 
asli bahasa Inggris) memahami poin-poin penting pada 
komunikasi/pembicaraan standard yang jelas dengan topik-topik yang 
dikenal yang berkaitan dengan perjumpaan rutin di sekolah, kampus, 
tempat santai/wisata, dsb. termasuk narasi/cerita pendek.  
1 2 3 4 
1 2 3 4 18. (Mendengarkan pada pengumuman dan instruksi standard baik dari 
penutur asli maupun bukan penutur asli bahasa Inggris) menagkap 
poin utama, pesan-pesan dan pengumuman pendek yang jelas.  
1 2 3 4 
1 2 3 4 19. (Mendengarkan percakapan antara penutur asli maupun bukan 
penutur asli bahasa Inggris tentang topik-topik umum) menangkap 
poin-poin utama diskusi/pembicaraan selama pembicaraan tersebut 
disampaikan dalam dialek bahasa Inggris yang standard.  
1 2 3 4 
1 2 3 4 20. (Mendengarkan pada bukan penutur asli bahasa Inggris didalam 
suatu perkuliahan) memahami perkuliahan bahasa Inggris pada 
bidang bisnis/akuntansi, selama pokok bahasannya dikenal dan 
presentasinya terstruktur dengan jelas.  
1 2 3 4 
1 2 3 4 21. (Mendengarkan pada penutur asli maupun bukan penutur asli 
bahasa Inggris dalam suatu percakapan, laporan-laporan maupun 
presentasi) memahami percakapan, laporan-laporan maupun 
presentasi dalam bidang bisnis/akuntansi), selama pokok 
bahasannya dikenal dan presentasinya terstruktur dengan jelas. 
1 2 3 4 
1 2 3 4 22. Memahami ide-ide utama didalam pembicaraan standard dalam 
diskusi topik-topik khusus yang berkaitan dengan bidang bisnis 
ataupun akuntansi. 
1 2 3 4 
1 2 3 4 23. Manangkap argumentasi didalam diskusi topik-topik dibidang 
akuntansi dan bisnis.  
1 2 3 4 
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1 = Tidak penting 1 = Tidak dikembangkan 
2 = Agak tidak penting 2 = Jarang dikembangkan 
3 = Agak penting 3 = Kadang-kadang dikembangkan 
4 = Sangat penting 4 = Sering dikembangkan 
English Listening Skills 
1 2 3 4 24. Memahami perkuliahan/pengarahan/bimbingan bahasa Inggris yang 
disampaikan oleh pengajar bahasa Inggris berkaitan dengan topik-topik 
yang sedang dibahas. 
1 2 3 4 
1 2 3 4 25. Memahami percakapan dalam sebuah topik bahasan di media audio yang 
dilakukan oleh penutur asli bahasa Inggris.  
1 2 3 4 
1 2 3 4 26. Memahami percakapan dalam sebuah topik bahasan di media audio dan 
video yang dilakukan oleh penutur asli bahasa Inggris. 
1 2 3 4 
1 2 3 4 27. Memahami percakapan dalam sebuah topik bahasan di media audio yang 
dilakukan oleh bukan penutur asli bahasa Inggris dari negara-negara 
seperti Singapore atau Hong Kong.  
1 2 3 4 
1 2 3 4 28. Memahami percakapan dalam sebuah topik bahasan di media audio dan 
video yang dilakukan oleh bukan penutur asli bahasa Inggris dari negara-
negara seperti Singapore atau Hong Kong. 
1 2 3 4 
1 2 3 4 29. Mengecek pemahaman mahasiswa pada kosa-kata baru maupun istilah-
istilah yang dipergunakan dalam media audio dan video.  
1 2 3 4 
1 2 3 4 30. Mengecek pemahaman mahasiswa pada grammar/tata bahasa yang 
dipergunakan  dalam  media audio dan video. 
1 2 3 4 
1 2 3 4 31. Mengecek pemahaman mahasiswa pada grammar/tata bahasa dan pola 
komunikasi yang dipergunakan oleh para professional di bidang bisnis atau 
akuntansi dalam media audio dan video.  
1 2 3 4 
English Reading Skills 
1 2 3 4 32. Membaca teks pendek dan sederhana/mudah pada topik-topik umum.  1 2 3 4 
1 2 3 4 33. Membaca untuk mencari dan memahami informasi umum yang berkaitan 
dengan materi keseharian seperti surat, brosur, dan dokumen-dokumen 
resmi yang pendek.  
1 2 3 4 
1 2 3 4 34. Membaca untuk memahami instruksi pada sebuah mesin baru atau 
prosedur.  
1 2 3 4 
1 2 3 4 35. Membaca untuk mengenali poin-poin penting di artikel-artikel majalah 
maupun koran.  
1 2 3 4 
1 2 3 4 36. Membaca untuk men-scan (memindai) teks-teks yang lebih panjang untuk 
menemukan informasi yang diinginkan, dan mengumpulkan informasi dari 
bagian-bagian yang berbeda dari sebuah teks atau dari teks-teks yang 
berbeda untuk menyelesaikan sebuah tugas. 
1 2 3 4 
1 2 3 4 37. Membaca untuk memahami teks pendek dan mudah yang berkaitan 
dengan bidang/disiplin ilmu yang ditekuni atau yang berkaitan dengan 
pekerjaan. 
1 2 3 4 
1 2 3 4 38. Membaca untuk memahami ide-ide utama dari teks-teks yang lebih 
panjang dan kompleks yang berkaitan dengan topik-topik yang dikenal 
dibidang akuntansi atau bisnis.  
1 2 3 4 
1 2 3 4 39. Membaca untuk memahami rangkaian argumen yang dibuat terkait 
dengan pokok persoalan yang dibahas didalam teks bisnis.   
1 2 3 4 
1 2 3 4 40. Membaca untuk memahami kesimpulan-kesimpulan utama yang secara 
jelas diisyaratkan pada teks-teks argumentatif pada bidang bisnis.  
1 2 3 4 
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1 = Tidak penting 1 = Tidak dikembangkan 
2 = Agak tidak penting 2 = Jarang dikembangkan 
3 = Agak penting 3 = Kadang-kadang dikembangkan 
4 = Sangat penting 4 = Sering dikembangkan 
English Reading Skills 
1 2 3 4 41. Membaca surat atau korespondensi yang berkaitan dengan bidang yang 
ditekuni seperti akuntansi maupun bisnis dan memahami makna surat 
yang penting.  
1 2 3 4 
1 2 3 4 42. Pembahasan vocabulary atau kosa kata yang sulit pada teks-teks umum 
sebelum membaca. 
1 2 3 4 
1 2 3 4 43. Pembahasan grammar atau tata bahasa pada teks-teks umum. 1 2 3 4 
1 2 3 4 44. Pembahasan vocabulary atau kosa kata yang sulit pada teks-teks bidang 
khusus seperti akuntansi dan bisnis sebelum membaca. 
1 2 3 4 
1 2 3 4 45. Pembahasan grammar atau tata bahasa pada teks-teks bidang khusus 
(misalnya akuntansi dan bisnis). 
1 2 3 4 
1 2 3 4 46. Pembahasan struktur suatu teks dalam bidang akuntansi  dan 
maksud/tujuan komunikasi penulis pada teks tersebut.   
1 2 3 4 
1 2 3 4 47. Pembahasan tugas/tugas terkait yang disinggung dalam teks-teks bidang 
khusus (misalnya bidang akuntansi). 
1 2 3 4 
English Writing Skills 
1 2 3 4 48. Menulis aspek-aspek keseharian pada lingkungan seseorang, seperti 
tempat, orang, kondisi kehidupan, latar belakang pendidikan, dsb.  
1 2 3 4 
1 2 3 4 49. Menulis teks-teks pendek yang logis dan koheren pada topik-topik yang 
dikenal dengan susunan kalimat yang bervariasi (misalnya simple, 
compound and complex sentences). 
1 2 3 4 
1 2 3 4 50. Melengkapi formulir-formulir yang berkaitan dengan informasi pribadi.  1 2 3 4 
1 2 3 4 51. Menulis memo, nota pemberitahuan, atau ringkasan yang berkaitan 
dengan topik yang dikenal. 
1 2 3 4 
1 2 3 4 52. Menyiapkan korespondensi yang berkaitan dengan profesi bidang 
bisnis/akuntansi, memahami istilah-istilah khusus, gaya penulisan dan 
maksud penulisan sebagaimana ditemukan dalam korespondensi. 
1 2 3 4 
1 2 3 4 53. Menulis poin-poin penting suatu pertemuan (meeting) dalam bentuk 
teks yang terstruktur.  
1 2 3 4 
1 2 3 4 54. Mensintesis informasi dan argumen dari beberapa sumber dalam pokok 
bahasan di bidang bisnis dan akuntansi.  
1 2 3 4 
1 2 3 4 55. Menulis teks atau esei/karangan yang lebih panjang dan koheren, 
mengembangkan sebuah sudut pandang pada topik-topik yang berkaitan 
dengan bidang akuntansi atau bisnis.  
1 2 3 4 
1 2 3 4 56. Pembahasan kosa kata (vocabulary) dan susunan kalimat (sentence 
structures) dalam tulisan pendek misalnya membuat deskripsi tempat.   
57. Pembahasan tentang memparafrasekan (paraphrasing) dan meringkas 
teks pendek.  
1 2 3 4 
1 2 3 4 58. Pembahasan organisasi gagasan dan tujuan penulisan dalam text umum 
seperti teks ekposisi.   
1 2 3 4 
1 2 3 4 59. Pembahasan organisasi gagasan dan tujuan penulisan dalam text bidang 
khusus seperti korespondensi dalam bidang bisnis. 
1 2 3 4 
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C. Tambahkan beberapa komentar anda untuk skill-skill bahasa Inggris yang anda butuhkan untuk 
bahasa Inggris di bidang akuntansi  ...................................................................................................... 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................ 
............................................................................................................................................................. 
 
Terima Kasih 
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Appendix A3: English Competency Test Results for the Period of 2008 - 2009 
  
The Present English Competency Results (2008-2009) 
(before the conduct of the study in 2010) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
Competency Level
Student Percentage Student Percentage Student Percentage Student Percentage
Number Number Number Number
Advanced Plus 0 0.00% 4 1.82% 2 0.95% 6 3.14%
Advanced 2 1.31% 5 2.27% 5 2.37% 44 23.04%
Upper Intermediate 5 3.27% 63 28.64% 35 16.59% 101 52.88%
Intermediate 15 9.80% 83 37.73% 52 24.64% 30 15.71%
Lower ntermediate 69 45.10% 57 25.91% 84 39.81% 9 4.71%
Elementary 62 40.52% 8 3.64% 33 15.64% 1 0.52%
Total 153 100.00% 220 100.00% 211 100.00% 191 100.00%
Pre-Test 2009 Post-Test 2009Pre-Test 2008 Post-Test 2008
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Appendix A4: A Sample of Syllabus Organization of ‘English Core Basic’ Course 
  
GENERAL ENGLISH 
Sem. I/ EC Basic (6 hrs) Sem. II/ EC Interm. (6 hrs) Sem. III/ EC Adv. (4 hrs) 
Speaking 1 Speaking 2 Speaking 3 
Reading 1 Reading 2 Reading 3 
Structure 1 Structure 2  
 
1. ENGLISH CORE BASIC 
 
Speaking 1: The students are able to communicate in English orally with their friends, either 
in pairs or in small groups, express ideas, opinions, and/ or feelings on topics related to first 
encounters with the vocabulary mastery of the 2000 most frequent words, have correct 
pronunciation, and use grammatically correct sentences – simple and compound. 
 
MEETING TOPIC SOURCE 
1-2 INTRODUCTION 
 Names and 
countries 
 Personal 
information & 
family life 
 Done individually 
 Cutting edge 
(elementary)  
       pg 4-21 
3-4 Everyday activities (present 
simple) 
Done individually 
 Cutting edge 
(elementary)  
       pg 25-39 
5-6 Telling a simple story (past 
simple) 
Done individually 
 Cutting edge 
(elementary)  
       pg 40-51 
7-8 Telling a simple program – 
future plans 
Done individually/ in 
partner 
 Cutting edge 
(elementary)  
       pg 70-75 
9-10 Conversational opening & 
closing  
Done in group of 3 or 4 
 Bekhi’s Document 
11-12 Telling time and saying 
dates 
 Bekhi’s Document 
13-14 Asking & Giving directions 
Done in partner 
 Lia’s document 
15-16-17 Problems & Advice 
Done in group of 4 or 5 
 Bekhi’s Document 
 
 
 
Reading 1: The students are able to read simple text, and extract basic information from 
various simplified forms of charts, graphs, illustrations, and photographs with vocabulary 
mastery of the 2000 most frequent words. The skills developed are skimming and scanning 
for general comprehension of main ideas and specific information, understanding structural 
details (parts of speech), and specific vocabulary from context and dictionary skills. (Note: 
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Since the students are given a chance to speak and write about a specific topic discussed in 
the text, they are expected to be able to communicate the ideas of the texts orally and write a 
response to a particular topic discussed). 
 
References:  
1. Smith, L.C. and Mare, N.C. 1995. Themes for Today. New York: Heinle and Heinle 
Publishers. 
2. Smith, L.C. and Mare, N.C. 1995. Insights for Today. New York: Heinle and Heinle 
Publishers. 
 
Topics: 
Unit I: A Taste of America (Book 2, p.19-36) 
a. The All-American Diner (19-27) 
b. A Food Critic Looks at a Popular Diner (28-36) 
Unit 2: Family Life (Book 2, p.59-78)  
a.   The Search for Happiness through Adoption (Book 2, p.59-70) 
 b.   Diary of an Adoptive Mother (Book 2, p.71-78) 
Unit 3: Technology on Earth and In Space (Book 2, p.80-120)  
a.   Laptops for the Classroom (Book 2, p.82-91) 
b.   Banking at Home (Book 2, p.92-99) 
c. The International Space (Book2, p.101-112) 
d. Spinoff Technology (Book2, p.113-120) 
Unit 4: Healthy Living (Book 2, p.123-154) 
a.   The Dangers of Secondhand Smoke (Book 2, p.59-134) 
 b.   A Healthy Diet for Everyone (Book 2, p.142-154) 
Unit 5: International Scientists (Book 2, p.167-185)  
a.   Alfred Nobel: A Man of Peace (Book 2, p.167-177) 
 b.   Choosing Nobel Prize Winners (Book 2, p.178-185) 
Unit 6: The Earth’s Resources and Dangers (Book 2, p.211-245)  
a.   Oil as an Important World Resource (Book 2, p.211-223) 
b. How Earthquake Happen (Book 2, p.235-245) 
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Structure 1: The students can use the grammar of the English language on particular and 
important topics discussed including tenses, adjectives, adverbs, nouns, modal, gerund and 
infinitives to enhance their oral and written communication skills. 
 
 
MEETINGS TOPICS REFERENCES 
 Simple Present Tense Grammar in Context (1) page 44-69,  
(2) page 1-24. 
 Present Progressive Grammar in Context (1) page 153-
169, (2) page 37-42.  
 Present Perfect Grammar in Context (2) page 245-
269, (3) page 33-41  
 Simple Past Grammar in Context (1) page 211-
233, (2) page 75-80  
 Past Progressive Grammar in Context (3) page 
117,132-136  
 Past Perfect Grammar in Context (3) page 118-132  
 Simple Future Grammar in Context (1) page 183-191  
 Adjectives Grammar in Context (2) page 164-165 
 Adverbs Grammar in Context (2) page 168  
 Nouns Grammar in Context (2) page 131-151  
 Modal Auxiliary Grammar in Context (1) page 259-
267,269 (2) page 209-232, (3) page 
149-188,189-217.  
 Gerund Grammar in Context (2) page 280-
289, (3) page 277-293  
 Infinitives Grammar in Context (1) page 252-
256, (2) page 291-300, (3) page 260-
264.  
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Appendix B1: Individual interview pro forma for the ESP lecturers 
The ESP Lecturer Interview Pro forma 
The semi-structured interview guide 
Stages Alignment Questions and prompts 
Briefing Tell the participants 
the purpose of the 
study, the use of tape 
recorder, their 
anonymity, 
confidentiality, 
voluntary 
participation, and 
rights to withdraw 
from the study. 
Before we start, do you have any question? 
General ESP 
teaching 
experiences 
Perceptions of learner 
needs 
1. Could you tell me about your experience in teaching ESP 
(in this case English for accounting) in the accounting 
study program? 
2. Tell me what you know about needs analysis in ESP? 
3. Could you tell me what you consider as the primary 
resources of learning for your students?  
4. Should this be resources for learning, could you tell me 
something more about how you use these resources? 
5. Could you give me a detailed description about how you 
set the teaching and learning objectives and tasks for 
your students? 
Target 
situation 
analysis 
Practices of learner 
needs assessment 
6. Could you describe in detail what language skills do you 
develop for your students to prepare them for their 
professional roles? What are your priorities in developing 
the skill(s)? 
7. What sources do you use to help you elaborate and 
develop these skills? 
- Commercial English text books? 
- Websites?  
- Graduates? 
- Workplace informants? 
- Subject teachers? 
- Others? 
Present 
situation 
analysis 
Practices of learner 
needs assessment 
8. - Could you tell me how you usually determine 
whether or not a particular language skill is essential for 
your student, for example, able to report annual financial 
statement in written and spoken English? Could you give 
examples? 
- During the teaching and learning process, did you 
identify any particular language skill necessary for 
students to learn? 
9. What sources do you use to identify that a particular 
language skill need to be developed and embedded in 
your ESP course? 
10. Can you describe how you set teaching and learning 
goals? 
Language use 
analysis 
Practices of learner 
needs assessment 
11. What sorts of materials do you use to provide authentic 
samples of written and spoken communication for your 
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students? 
12. When you use written or spoken texts, what do you 
mainly discuss with your students? 
- Lexis? 
- Grammatical features? 
- Gist of the text? 
- Rhetorical functions? 
- Communicative intentions? 
- Associated tasks? 
- (Spoken discourse) language features and patterns 
of typical interactions? 
Learning 
situation 
analysis 
Practices of learner 
needs assessment 
13. What do you consider in adopting a particular teaching 
methodology? 
- In designing task or learning activities for your 
students? 
- In selecting teaching materials for your students? 
Co-operation/ 
collaboration 
Types/models of co-
operation or 
collaboration 
14. Have you also talked (formally or informally) to 
anybody (staff/colleagues) who could provide you 
input about your students’ needs?  
15. Could you tell how they have helped you to understand 
students’ needs? For example, informal 
talk/feedback/input in staff meeting about 
- Technical terms? 
- Discipline-specific content? 
- Types of target language skills? 
- Collaborative evaluation? 
- Others? 
16. Have you been also in any discussion about your 
students’ needs with another subject lecturer? What do 
you usually discuss with her/him? Could you describe 
in detail why you need to talk to a subject lecturer 
about it? 
17. Have you talked to your students about their needs? 
Can you describe an occasion or give an example of 
this? 
Debriefing Round off the 
interview with some 
points the interviewer 
has learnt. 
18. Do you have any other concern related to your student 
needs that you would like to discuss? Would you like to 
tell what it is? 
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Appendix B2: Individual interview pro forma for the subject lecturers 
 
The Subject Lecturer Interview Pro forma 
The semi-structured interview guide 
Stages Alignment Questions and prompts 
Briefing Tell the participants 
the purpose of the 
study, the use of 
tape recorder, their 
anonymity, 
confidentiality, 
voluntary 
participation, and 
rights to withdraw 
from the study. 
Before we start, do you have any question? 
General 
English 
learning 
experiences 
Perceptions of 
learner needs 
1. Could you tell me about your experiences in learning English? 
Well, your experience in any levels of education which, you 
think, made you or even challenged you to learn English?  
2. So could you give me a more detailed description about what 
you did to enhance your English when you were an accounting 
student? And now as a lecturer?  
3. Tell me what you know about needs analysis? So what do you 
think about your students’ English needs? 
4. Why English is necessary for your accounting students?  
5. Could you tell me what you consider as the primary resources 
of learning English for your students?  
6. Should this be resources for learning, could you tell me 
something more about how you use or what you suggest to use 
these resources to set the teaching and learning objectives and 
tasks for your students? 
Target 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
7. Could you describe in detail what language skills you think are 
essential to prepare your students for their professional roles? 
What priorities would you suggest in developing the skill(s)? 
8. Could you describe in detail how the skill(s) is/are related to 
the accounting subjects your students are learning (examples)? 
Or perhaps related to the accounting students’ future job? 
9. What sources did you use to help you recognize these skill(s) 
and sub-skills? 
- Accounting teaching materials? 
- Experiences as an accounting lecturer? 
- Websites? 
- Graduates? 
- Workplace informants? 
- Others? 
10. How did you get access to these sources (particularly 
graduates and workplace informants, if any)? 
Present 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
11. - Could you tell me how you usually identify whether  
or not a particular language skill is essential for your accounting 
student, for example, able to report annual financial statement in 
written and spoken English? Could you give examples?  
- When teaching accounting, did you identify any particular 
language skill necessary for students to learn? 
12. What sources do you use to identify that a particular language 
skill needs to be developed and embedded in your ESP 
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course? 
13. Have you supported the development of the skill(s) in your 
accounting courses? 
Language 
use analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
14. What sorts of English materials do you think appropriate for 
your accounting students, general English, business English, or 
English for accounting?  
15. What do you think of the use of authentic samples of English 
written materials from accounting field and English spoken 
communication of accounting professionals? 
16. Do you also use English authentic materials in your 
accounting courses? What do you mainly discuss with your 
students? 
- Technical terms? 
- Main points/ideas? 
- Summary/conclusion? 
- Communicative intentions? 
- Associated tasks? 
- The patterns of typical interactions? 
Learning 
situation 
analysis 
Perceptions of 
learner needs 
17. What do you think of the relevance of ESP (English for 
accounting) courses to accounting courses/fields? 
18. What do you think of some factors to be considered in 
adopting a particular teaching methodology for the teaching of 
English for accounting students? 
- And in the design of task or learning activities for 
accounting students? 
- And in the selection of ESP materials for accounting 
students? 
Co-
operation/ 
collaboration 
Types/models of 
co-operation or 
collaboration 
19. Could you give a detailed description about what you would 
suggest for the teaching of English in the accounting study 
program? 
20. Could give a description about how in this case accounting 
lecturers can help English lecturers to provide information 
about learner needs for English?  
21. Have you been involved in the activity(es) you just described? 
Could you tell me the detail of that activity(es)? For example, 
informal talk/feedback/input in staff meeting about 
- Technical terms? 
- Discipline-specific content? 
- Types of target language skills? 
- Collaborative evaluation? 
- Others? 
22.Have you also been in any discussion about your students’ 
needs with another subject lecturer? What do you usually 
discuss with her/him? Could you describe in detail why you 
need to talk to a subject lecturer about it? 
23.Have you talked to your students about their needs? Can you 
describe an occasion or give an example of this? 
 
Debriefing Round off the 
interview with 
some points the 
interviewer has 
learnt. 
24.Do you have any other concern related to your student English 
needs that you would like to discuss? Would you like to tell 
what it is? 
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Appendix B3: Individual interview pro forma for the administrators 
The Administrator Interview Pro forma 
The semi-structured interview guide 
Stages Alignment Questions and prompts 
Briefing Tell the 
participants the 
purpose of the 
study, the use of 
tape recorder, their 
anonymity, 
confidentiality, 
voluntary 
participation, and 
rights to withdraw 
from the study. 
Before we start, do you have any question? 
General ideas 
about learner 
needs 
Perceptions of 
learner needs 
1. Tell me what you know about needs analysis? So what do 
you think about the accounting students’ needs for 
English? 
2. Could you describe in detail why you think the accounting 
students need to learn English? 
3. What reliable sources have you used to understand the 
student needs for English?  
4. Could you tell me what you consider as the primary 
resources of learning English for your students?  
5. Should this be resources for learning, what do you suggest 
to use these resources to set the teaching and learning 
objectives and tasks for accounting students? 
Target 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
6. Could you describe in detail what language skills you think 
are essential to prepare accounting students for their 
professional roles? What priorities would you suggest in 
developing the skill(s)? 
7. Could you describe in detail how the skill(s) is/are related 
to the accounting subjects the accounting students are 
learning (examples)? 
Or perhaps related to the accounting students’ future job? 
8. What sources did you use to help you recognize these 
skill(s) and sub-skills? 
- Accounting teaching materials? 
- Experiences as an accounting lecturer? 
- Websites? 
- Graduates? 
- Workplace informants? 
- Others? 
9. How did you get access to these sources (particularly 
graduates and workplace informants, if any)? 
 
Present 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
10. What would you suggest in identifying the gap between 
the demand of the workplace and the curriculum, 
particularly in identifying whether or not a particular 
language skill is essential for accounting students to 
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prepare them for their professional roles? Examples? 
Language use 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
11. What sorts of English materials do you think appropriate 
for accounting students, general English, business English, 
or English for accounting?  
12. What do you think of the use of authentic samples of 
English written materials from accounting field and English 
spoken communication of accounting professionals? 
13. (For Accounting Administrator) Do you also use English 
authentic materials from accounting field in your 
accounting courses? What do you mainly discuss with your 
students? 
- Technical terms? 
- Main points/ideas? 
- Summary/conclusion? 
- Communicative intentions? 
- Associated tasks? 
- The patterns of typical interactions? 
(For English/ESP Administrator) Do you also use English 
authentic materials from accounting field in your English/ESP 
courses? What do you mainly discuss with your students? 
- Lexis? 
- Grammatical features? 
- Gist of the text? 
- Rhetorical functions? 
- Communicative intentions? 
- Associated tasks? 
(Spoken discourse) language features and patterns of typical 
interactions? 
Learning 
situation 
analysis 
Perceptions of 
learner needs 
14. What do you think of the relevance of ESP (English for 
accounting) courses to accounting courses/fields? 
15. What do you think of some factors to be considered in 
adopting a particular teaching methodology for the 
teaching of English for accounting students? 
- And in the design of curriculum for accounting 
students? 
- And in the selection of ESP materials for accounting 
students? 
Co-operation/ 
collaboration 
Types/models of 
co-operation or 
collaboration 
16. In relation to you position as …. what do you think is the 
best way in identifying the accounting students needs for 
English?  
17. Have you been involved in such an activity (the 
organization of the activity) you described? Could you 
describe it in detail?  
18. In that particular activity, could you describe the 
advantages as well as the practical constraints or obstacles 
you faced (faced by the staff)? 
19. What would you suggest for the future improvement? 
 
Debriefing Round off the 
interview with 
some points the 
interviewer has 
learnt. 
20. Do you have any other concern related to the English 
needs of the accounting students that you would like to 
discuss? Would you like to tell what it is? 
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Appendix B4: Focus group interview pro forma for the students 
 
The Focus Group Interview Pro Forma for the Students 
 
The semi-structured interview guide 
Stages Alignment Questions and prompts 
Briefing Tell the participants 
the purpose of the 
study, the use of tape 
recorder, their 
anonymity, 
confidentiality, 
voluntary 
participation, and 
rights to withdraw 
from the study. 
Before we start, do you have any question? 
General 
English 
learning 
experiences 
Perceptions of 
learner needs 
1. Could tell me your experience in learning English in 
junior/secondary schools? And your experience in 
learning English in the Accounting Department? 
2. As an accounting student, could you tell me what you 
consider as the primary resources of learning English for 
you?  
3. Should this be resources for learning, could you tell me 
something more about how you use these resources? 
4. Could you give me a detailed description about what 
your goals are in learning English? 
Target 
situation 
analysis 
Perceptions and 
practices of learner 
needs assessment 
5. Could you describe in detail what language skills you 
think are essential for your future professional roles? 
What are your priorities in developing the skill(s)? 
6. What sources do you use to help you recognize these 
skills? 
- Commercial English text books? 
- Websites?  
- Graduates? 
- Workplace informants? 
- Subject teachers? 
- English teachers? 
- Others? 
Present 
situation 
analysis 
Perceptions and 
practices of learner 
needs assessment 
7. Could you describe how the English you have learned is 
related to your accounting study? And how it may help 
you for your future job? Could you tell in more detail 
about any English skills you find particularly useful for 
the job you mentioned?  
 
Language use 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
8. What sorts of English materials do you think appropriate 
to achieve your goals in learning English, general 
English, business English, or English for accounting?  
9. What do you think of the use of authentic samples of 
English written materials from accounting field and 
English spoken communication of accounting 
professionals? 
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10. Have you got these authentic materials in your English 
courses? What do you need to understand more from 
these materials? 
- Technical terms? 
- Main points/ideas? 
- Summary/conclusion? 
- Communicative intentions? 
- Associated tasks? 
- The patterns of typical interactions? 
Learning 
situation 
analysis 
Perceptions of 
learner needs 
11. In your English courses, what type of teaching 
methodology would you prefer? 
12. What sort of learning activities and tasks you think are 
essential for the development of your English? What 
would you suggest to be included in the design of task 
or learning activities in the English courses? And in the 
selection of ESP materials? 
Co-operation/ 
collaboration 
Types/models of co-
operation or 
collaboration 
13. Could you describe the relevance of the English courses 
and the accounting courses you have got? 
14. Could you describe how English provided in the 
Department meet your expectation? 
Or why you think that it does not meet your need? 
15. Has any of your English lecturers talked to you about 
your English needs? Can you describe an occasion or 
give an example of this? 
Debriefing Round off the 
interview with some 
points the 
interviewer has 
learnt. 
16. Do you have any other concern related to your English 
needs that you would like to discuss? Would you like to 
tell what it is? 
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Appendix B5: Focus group interview pro forma for the ESP and subject lecturers 
 
The Focus Group Interview Pro forma for the ESP and subject lecturers 
The semi-structured interview guide 
Stages Alignment Questions and prompts 
Briefing Tell the 
participants the 
purpose of the 
study, the use of 
tape recorder, 
their anonymity, 
confidentiality, 
voluntary 
participation, and 
rights to 
withdraw from 
the study. 
Before we start, do you have any question? 
General ideas 
about needs 
analysis and 
learner needs 
Perceptions of 
learner needs 
1. Could you share your opinions about needs analysis?  
2. In what way have you analyzed the English needs of the 
accounting students?  
3. What reliable sources have you used to understand the 
student needs for English?  
Target 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
4. Could you describe how you identify the target language 
needs of the accounting students, particularly the target 
language skills essential to prepare accounting students for 
their professional roles?  
5. Have you done or been involved in that identification of 
target language needs? Could you describe it in detail?  
6. What sort of their target needs do you need to understand 
better? 
7. What are the possible ways in identifying those needs? 
8. What sources would you use to help you understand better 
their target needs or target language skills?  
- Accounting teaching materials? 
- Commercial English books? 
- Experiences as an accounting or English lecturer? 
- Websites? 
- Graduates? 
- Workplace informants? 
- Others? 
Present 
situation 
analysis 
Perceptions of 
learner needs and 
practices of needs 
assessment 
9. Do you find any gap between the demand of the workplace 
and the ESP curriculum? How have you found out about 
this gap? 
10. What information you think lacks in regards to the gap 
between the demand of the workplace and the ESP 
curriculum?  
11. How would you improve this information about the 
workplace demand?  
Language use 
analysis 
Perceptions of 
learner needs and 
practices of needs 
12. Have you ever provided your students accounting materials 
written in English or required them to read accounting 
materials in English? What are the functions of using these 
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assessment materials? 
(For the accounting lecturers): 
- No similar materials available in Indonesian? 
- A content comparison of English and Indonesian 
versions?  
- Additional or complementary information? 
- Others? 
(For the English lecturers):  
- Provision of authentic materials related to the main 
subject or accounting? 
- Provision of authentic materials suggested by the 
subject lecturers? 
- Others? 
13. What part of the materials do you mostly discuss with the 
students? 
- Technical terms? 
- Main ideas/gist of the texts? 
- Summary/conclusion? 
- Communicative intentions? 
- Associated tasks? 
- Lexis? 
- Grammatical features? 
- Rhetorical functions? 
- Communicative intentions? 
- Associated tasks? 
14. How much is the proportion of these materials compared 
to other types of materials? Why? 
Learning 
situation 
analysis 
Perceptions of 
learner needs 
15. What sort of students’ information would you consider 
essential in helping you determine an appropriate teaching 
methodology for the teaching of English for accounting 
students?  
- And in the design of tasks and learning activities for the 
accounting students? 
- And in the selection of ESP materials for accounting 
students? 
Co-operation/ 
collaboration 
Types/models of 
co-operation or 
collaboration 
16. What do you think is the best way in identifying the 
accounting students’ needs for English?  
17. Have you been involved in such an activity you described? 
Could you describe it in detail?  
18. In that particular activity, could you describe the 
advantages as well as the practical constraints or obstacles 
you faced (faced by the staff)? 
19. What would you suggest for the future improvement? 
20. In what way do you think accounting and English lecturers 
can help each other in analyzing English students’ needs? 
21. Have you been involved in such co-operation? Could you 
describe it in detail? 
Debriefing Round off the 
interview with 
some points the 
interviewer has 
learnt. 
22. Do you have any other concern related to the English needs 
of the accounting students that you would like to discuss? 
Would you like to tell what it is? 
  
225 
 
Appendix B6:  A schedule of two-hour workshop between English and Accounting lecturers   
 
Activities  Aims Resources 
I. Briefing (5-10 minutes):  
a. The researcher as facilitator (F) tells the participants the aim 
of the workshop, the use of tape recorder, their anonymity, 
confidentiality, voluntary participation, and rights to withdraw 
from the study. 
b. F tells the technical aspect of the workshop and the 
resources that can be used as references for workshop 
discussion. 
  
II. Activity I: Overview of English syllabus (15-20 
minutes):  
a. One representative of the English lecturers (the 
administrator) is given a chance to provide an 
overview of the English syllabus and its goal and 
objectives for more or less 10 minutes. 
b. The other English lecturers are given an opportunity to 
add information related to the syllabus and to tell their 
practical consideration in the implementation of the 
syllabus in another ten minutes. 
 
To give an 
overview of the 
English education 
and its direction 
to the accounting 
lecturers. 
 
English syllabus 
III. Activity II: Across-Group Syllabus Discussion (90 
minutes): 
a. The Accounting lecturers are given an opportunity to 
give their opinions on the relevance of the English 
syllabus to the accounting syllabi/curriculum.  
b. Both groups of the lecturers are given a chance to 
propose to add or eliminate some skills and knowledge 
to be included in the ESP syllabus and tell the 
purpose(s) of eliminating or adding them. 
 
To give the two 
groups a chance 
to discuss the 
relevance of 
English syllabus 
to the accounting 
syllabi/ 
curriculum 
 
- English Syllabus 
Accounting 
curriculum  
- Three samples of 
accounting syllabi 
- One sample of a 
bilingual financial 
report 
IV. Guided questions for Facilitator: 
Activity I: 
a. Could you give an overview of the English syllabus, its goal and objectives? 
b. Would any of the English lecturers add information or perhaps tell your practical consideration 
in the implementation of the syllabus?  
Activity II: 
c. (For Accounting lecturers) Could any of the Accounting lecturers give opinion on the relevance of 
the syllabus to the accounting curriculum? 
d. How would you compare the skills developed in the syllabus with the accounting students’ English 
needs? 
e. In your opinion, what skills/content/knowledge in relation to accounting education should be 
included in the ESP curriculum (for the accounting lecturers)?  
f. Why do you think that these are essential? 
g. (For the English lecturers) What do you think about the inclusion of these skills/ 
content/knowledge in the ESP curriculum?   
h. Why do you think that those skills/content/ knowledge have not been taken into account in the ESP 
curriculum?  
i. Could you describe what the orientation of the ESP course is in the Accounting Department? 
j. Could you provide any suggestion about the possible way in determining the goals and objectives 
of the ESP curriculum in the future? 
V. Debriefing (5 minutes): Round off the workshop with some points. 
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Appendix B7: Ethical Clearance Letter   
SCHOOL OF EDUCATION 
Response to Application for Ethical Clearance 
 
Applicant Name 
Anik Kusnawati 
Principal Supervisor:  
Prof. Richard B.  Baldauf Jr. 
Applicant email address:  
anik.kusnawati@uqconnect.edu.au 
anik_arief@yahoo.com 
Participants/Recruitment (Qs 1-3) -  
All information required has been provided but it could have been provided in a more concise, exact manner 
Project Summary/Research Plan (Qs 4-5)  
The summary and plan seems to provide all required information but once again there is a great deal of 
unnecessary information that requires the reader to identify which information is important and which is 
ancillary, additional, or irrelevant. 
Ethical Considerations (Qs 6-17) 
All ethical considerations have been addressed 
Consent Form/Information Sheet 
Far too much information. There should be two documents for each cohort: an information sheet and a consent 
form. The “invitation” seems to be the document that most closely resembles the information sheet required. 
Each information sheet needs to clearly outline what each participant will do and how long it will take. Use dot 
points to keep the information brief and clear. 
Questionnaire 
Ok 
 
Gatekeepers 
Has been provided to candidate. A copy of this must be provided to the Ethics Committee for our records. 
Presentation (correct form, typed, error free) 
Anik, 
You have caused a considerable delay in approving your ethics application because you have failed to consider 
the guidelines and advice provided by the committee. Your application is far too long with far too much extra 
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information that is not required.  
 You are required to write ONE information sheet and ONE consent form for each cohort of 
participants. My understanding of your study is that there are THREE groups: Lecturers, 
Administrators, Students.  
 I cannot see any difference in the participation of “subject specific lecturers” and “ESP lecturers”. If 
they are participating in exactly the same way then only one information sheet and one consent form 
needs to be provided. 
 I do not understand why you have ignored the guidelines for TWO documents and provided three 
instead. There is far too much information contained in these documents and some important 
information that is not included.  
 The information sheet (what you have called an ‘invitation’) needs to clearly outline: 
o How long will each interview be and how will it be recorded? 
o How long the focus group interviews will be and how they will be recorded?  
o Your expectations about privacy during these focus groups 
o What will lecturers have to do during workshops? How long will these workshops be? How 
will they be recorded? 
o The ‘benefits’ or gifts you have decided to give to participants 
o How long will it take a student to complete the questionnaire? 
 All documents created under the letterhead of The University of Queensland must be written using 
correct English with all punctuation, spelling and sentence structure grammatically correct. Please 
proofread the documents carefully and remember you are representing the University through using the 
letterhead. It is taken for granted that any translation of these documents will also be grammatically 
correct. 
Comments & Recommendation 
The timeline included in the application has expired. The candidate is reminded that NO data collection can 
begin until the application for ethical clearance has been approved. Please return to the committee: 
 All revised information sheets and consent forms ONLY – Please do not return ANY OTHER 
documents.  
 The revised information sheets and consent forms must be sent to the committee via the principal 
advisor to ensure that the grammar, spelling and punctuation of the new documents is correct. 
 
(Signed) Member of the UQSE Research Ethics Committee: 
Dr Eileen Honan (Chair of the UQSE Research Ethics Committee). 
Date. 17th January, 2011 
Further comments: 
Revisions to information letters and consent forms received and approved. The application to conduct research 
is therefore approved. 
Eileen Honan, 7th February, 2011. 
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Appendix C1: Analysis Checklist of Categories for Document Study 
 
Name of ESP Course: ……………………………. 
CATEGORIES DESCRIPTION 
 ESP CURRICULUM ESP HANDOUT 
The general 
organization of 
the curriculum/ 
handouts 
e.g. 
Structural, 
situational,  
topical, functional, 
notional,  
skills, 
tasks 
  
Goals and 
objectives 
   
Nature of the 
content in 
general 
e.g.  
General English 
Business English 
English for 
Accounting 
  
 Content related to 
accounting 
curriculum/course 
  
Language skills Speaking, 
listening, reading, 
writing 
  
 Expected level of 
performance 
  
Characteristics 
of language use 
Lexis, 
Syntax 
Discourse 
  
Language 
activities 
Macro tasks and 
micro skills 
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Appendix C2:  An example of coding for qualitative data   
Coding for Qualitative Data 
Transcript and Translation of EL 1  Data Coding 
I: Jadi, pertama saya ingin mengetahui pengalaman Bapak 
mengajar bahasa Inggris di jurusan akuntansi baik itu yang 
sifatnya general maupun yang sifatnya for spesific purposes.   
EL 1: Ya, kalau saya kebetulan belum pernah mengajar ESP ya 
kalaupun pernah mungkin hanya 1 semester saja, itu tentang 
company profile. Sisanya itu tentang General English karena kelas 
1 semester 1 dan 2. Jadi ya isinya (pause) karena semester 1, 2, 3 
itu kan dianggap review pelajaran SMA, jadi ya kayak mengulangi 
pelajaran SMA. Tapi karena review sifatnya cepat gitu, dan 
materinya (pause) menyesuaikan dengan (pause) input, jadi materi 
kadang-kadang berganti-ganti levelnya. 
1[ Well, I haven’t taught ESP, if  I did, it was once about company 
profile. The rest is about general English because of first-year 
class, semester 1 and 2. So the content (pause) because semester 1, 
2, and 3 are deemed a review of SMA English lessons, it is like 
recapitulating SMA lessons. But because it is a review, it is quick, 
and the materials are adjusted to (pause) the input. So sometimes 
the level changes.] 
I: Jadi sesuai dengan input mahasiswa ya? 
EL 1: Ya, jadi karena ini pokoknya fokus ke General English, jadi 
yang diajarkan ya  yang mestinya sudah pernah diajarkan di SMA. 
2[Yes, because it, anyway, focuses on general English, so what is 
taught should be similar to what was provided in SMA.]  
 I: Sejauh mana itu dianggap perlu mengulangi yang di SMA? 
EL 1: Ya tergantung tingkat keberhasilan lulusan SMA. Kalau 
lulusan SMA itu misalnya tingkat kelulusannya tinggi mungkin 
sangat tinggi sekali review tidak perlu, kalau sedang-sedang 
review perlu tapi mungkin tidak perlu banyak-banyak, dengan 
cepat, tapi faktanya kan lulusan SMA itu sangat jauh dari tujuan 
yang dihembuskan di kurikulum SMA sendiri. 
3[Well it depends on the achievement level of SMA graduates. If 
their achievement level is high, it is very possible that a review is 
not necessary. But 
 
 
 
 
 
 
 
 
 
 
1 
1.Teaching 
general English  
2.Review SMA 
English 
 
 
 
 
 
2 
1. General 
English 
2. Similar to 
SMA English 
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if it is ordinary (middle level), review is necessary, but not much, 
quick. As yet it is the fact that the achievement level of SMA 
graduates is far below the SMA curriculum goals.] 
I: Tahunya informasi mengenai bahwa lulusan SMA 
pencapaiannya jauh dari goal yang diinginkan? 
EL 1: Ya ketika kita mengajar hari pertama saja sudah kelihatan. 
Kita kan tahu di  SMP bukunya kayak gitu, di SMA bukunya 
kayak gitu, kalau mereka menyerap misalnya 50% pun itu 
sebenarnya sudah lumayan. Tapi faktanya itu kurang dari itu, 
lulusan SMA itu, jadi review 3 semester pun bisa sebenarnya 
belum mencukupi untuk memberi landasan General English 
mereka. Kan untuk ESP itu ada 2 madzhab, satu dia harus General 
English dulu baru ESP, madzhab yang lain ya mulai pertama 
langsung bisa ESP tapi mudah itu lho, dibuat yang sangat mudah 
tapi mulai awal sudah langsung mengarah ke ESP, ya pengalaman 
saya sepertinya mengarah ke yang pertama yang perlu general 
dulu. 
4[Well, when we teach them at the beginning of the course we can 
see it (that the level of their achievement is below the expected 
outcome). We know the books at the junior and senior high 
school, if only they could absorb 50 per cent of them, it would be 
helpful. However, the fact (their achievement) is below that. Thus, 
a three-semester review is not sufficient to provide a foundation 
for their English. Well, for ESP, there are two streams (of ESP 
approach), first it starts from general English to ESP, and second it 
starts with ESP but with easy materials. In my experience, it leads 
to the first (stream), general (English) first. 
I: Kenapa gak yang langsung menjurus ke ESP tapi lebih mudah 
gitu materinya, graded?  
EL 1: Ya karena masalah interest, jadi kalau misalnya ESP itu kan 
topiknya sudah baku kayak gitu, tapi kalau general kan kita bisa 
cari-cari yang sesuai dengan interest mereka, jadi saya lebih 
condong di general dulu, selama semester 1 – 2 itu general. 
5[This is about interest, ESP topics are specific, but in general 
English we can find topics which are of the students interests. I 
prefer general English in semester 1 and 2]. 
I: Kalau bapak mengetahui interest mereka itu darimana, kalau itu 
berdasarkan student interest? 
EL 1: Ya, saya melihat interest itu biasanya topik-topik yang 
melekat dengan dia, tentang hal-hal yang tidak jauh-jauh dari dia 
sebagai individu misalnya cerita tentang pengalaman sendiri itu 
tentu lebih menarik daripada cerita tentang sejarah perusahaan 
gitu. jadi dia lebih menjiwai kalau dia cerita tentang hal-hal yang 
sangat dekat dengan dirinya gitu, jadi kehidupan dirinya, 
famili,topik-topik yang kira-kira sehari-hari bisa dia terapkan 
kayak ngajak teman kemana, kayak misalnya menasehati teman 
yang punya masalah, nah hal-hal yang kira- kira dekat dengan 
kehidupan mereka sehari-hari bisa dipraktekkan sehari-hari  
menurut saya lebih menarik daripada hal-hal yang [remote] yang 
3 
1. The 
achievement 
level of SMA 
graduates 
2. Below the 
SMA goals 
 
 
 
 
 
 
 
 
 
 
 
 
 
4 
1. Below 50 per 
cent 
2. ESP 
(preferably) 
starts with 
general English  
 
 
 
 
 
 
 
 
 
5 
1. Students’ 
interest 
2. Interesting 
topics 
 
 
 
 
 
 
 
 
 
 
6 
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jauh. 
6[I think interest is related to topics which are familiar to a 
student, about things which are close to his/her individual life. For 
example his/her own experience is more interesting than the 
history of a company. He/she is able to narrate if he talks about 
things which are very close to him/her, his/her life, family, topics 
used for daily encounters such as asking a friend to go out, 
advising a friend who has a problem. Things which are close to 
their daily lives and practiced daily are more interesting than those 
which are remote]. (The term “remote” was originally used by the 
interviewee)  
1. Close to 
students ‘ lives 
2. Enable them  
to narrate 
3. More 
interesting than 
remote topics 
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Appendix C3:  An example of data display for qualitative data   
A Matrix for Qualitative Data 
 
 
 
 
 
THEMES EL1 EL2 EL3 EL4 ACC1 ACC3 ACC5 ACC7 
VEIP [Views on 
E instructional 
practices] and 
the students’ 
needs 
identification 
(NI) 
General English (GE) 
/ reasons: low E 
proficiency – review 
NI, easy to adjust 
with the students’ 
interest  / goal: real 
progress in speaking 
ability / 
Resources: 
grammar: self-
production, and 
books, reading: 
books 
Teach in line with the 
syllabus: GE and ESP – 
workshop was beneficial // 
ESP, introduction to 
accounting terminology -  
using the researcher’s 
handbook (a compilation 
of reading materials with 
accounting and business 
texts) // GE – review : 
Global Culture Exchange 
Program (GCE) – goal in 
line with the syllabus 
//alumni: lack of exposure 
to accounting terminology 
/ students need a handout 
/  
Resources: available 
books 
 ESP with a goal – 
English as a means 
of communication / 
Resources : internet 
(e.g. materials for 
balance sheet, 
magazines, books / 
material changes are 
made based on 
factual information 
in the internet and 
magazines //  
students need a 
handout – see EL2 – 
too busy with their 
tasks at Polytechnic / 
ESP has no clear 
goal yet, even in the 
syllabus and  
curriculum + reasons 
/ teaching method – 
teacher  guides the 
students, spoon-
feeding see EL 2,3 / 
natural approach / 
the teaching goal – 
ESP / GE: telling 
experiences /  
Smt1-4 general 
English: how to 
speak - 
communicate, 
how to write, ESP 
is for business 
Enough emphasis on 
speaking // general E 
reading materials from 
magazines too difficult 
for the students / no 
materials on E for acc / 
E for business – talking 
about economy 
concepts from Ind text 
resources – difficulty in 
translating, should read 
E texts a lot / passive 
English no confidence 
in speaking // emphasis 
on conversation / in 
public acc, acc writing 
was very important but 
here almost untouched 
// 
We once proposed an 
English-day program in 
the TPSDP project to 
encourage 
communication practice 
but we had no idea how 
their E competence was 
very low, average / 
Smt1&2 much 
theoretical 
Smt3 conversation / 
The program of 
English days did not 
work 
PESN 
[Perceptions on  
E Skills Needs] 
Speaking / - primary 
skill, other skills 
support speaking / – 
method + listening// 
Grammar & 
vocabulary: to 
support speaking 
ability – composing 
sentences for daily 
communication / 
Reading: texts for r 
comprehension – 
intro to easy 
business texts & 
texts for 
comprehension 
strategies // authentic 
materials: chatting 
with people from 
different countries 
In line with the syllabus: 
Smt 1-2: Grammar, 
Speaking + listening, 
reading / 
Focus on speaking and 
reading – r functions to 
give language input for 
productive skill / GCE: 
authentic communication – 
students are enthusiastic / 
Primary skill – speaking 
(active skill) – then reading 
to support productive skill / 
Business Writing – no 
clear goal / Syllabus – 
general goal, in practice 
much emphasis on 
speaking / What skill to 
focus – depend on what 
skill  we are developing / 
Speaking, other skills 
– listening & 
grammar- support 
speaking / sub-skills 
– grammar and 
pronunciation, 
listening lacking + 
reason // 
Reading is not 
explicit – students 
are asked to talk 
about accounting, 
automatically they 
will read first // 
Building the students’ 
confidence to 
communicate in 
English 
Speaking – drills for 
an interview / writing 
for abstract writing // 
concerns: 
extracurricular to 
facilitate the students 
to communicate – 
see EL 2. / speaking 
needs to improved 
for e.g. job 
interviews. 
Reading first (E 
for acc) 
Writing accounting 
report in English / 
able to write acc  
object - 
vocabulary / + 
reasons 
Reading acc texts as 
the resources of 
learning are adopted 
from America / 
Sources: to understand 
accounting process one 
should read  / translated 
acc books are 
confusing //  If they 
have to make notes to 
financial statement, 
writing is a must – not 
in complete statement 
- grammar/– full report 
in auditor opinion / No 
speaking, yes but for 
acc presentation 
English for daily 
communication / 
reasons: helping the 
students understand 
the boss’ commands // 
grammar / vocabulary ( 
understanding 
accounting terminology) 
// Reading for macro 
economics  and 
accounting/ 
extracurricular for  E 
communication 
practices 
Converstation 
communications 
(GE) / 
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Appendix D1: Wording of questionnaire items for statistical analysis 
 
Wording of Questionnaire Items in Exploratory Factor Analysis 
 
SPEAKING 
Competencies (9 items) Language Use Discussion  
(7 items) 
Speaking1.1 Asking and answering questions and 
exchanging ideas and information on familiar topics in 
predictable everyday situations.  
Speaking1.2 Participating in group discussions on familiar 
topics, giving comment and expressing a point of view quite 
clearly.  
Speaking1.3 Accounting for and sustaining opinions (on 
familiar topics) in (informal) group discussion by providing 
relevant explanations, arguments and comments.  
Speaking1.4 Asking for and passing on detailed information 
related to specific topic in the general business field.  
Speaking1.5 Asking for and passing on detailed information 
related to specific topic in the accounting field.  
Speaking1.6 (Addressing audiences in a meeting) giving a 
clear, prepared presentation, with highlighting of significant 
points, and relevant supporting detail.  
Speaking1.7 (Putting a case in a meeting) developing an 
argument, expanding and supporting a point of view at some 
length with subsidiary points and relevant examples. 
Speaking1.8 Interviewing and providing concrete 
information required in a job interview/consultation.  
Speaking1.9 Delivering announcements on topics in a 
business or accounting field with a degree of clarity and 
fluency. 
Speaking1.10 Techniques to design 
logical and well-structured 
presentation.  
Speaking1.11 Using appropriate 
non-verbal communication in 
English  
Speaking1.12 Discussions on the 
necessary vocabulary, specific 
technical terms in a 
business/accounting field before 
discussion/presentation. 
Speaking1.13 Discussions on the 
linguistic features and particular 
patterns of communication of 
professionals in specific field (e.g. 
business meeting).  
Speaking1.14 Feedback on ideas 
which were not clearly expressed in 
the presentation.  
Speaking1.15 Feedback on the 
overall design of the presentation. 
Speaking1.16 Feedback on general 
grammatical aspects (sentence 
structures 
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LISTENING 
Competencies (12 items) Language Use Discussion  
(3 items) 
Listening1.17 (Listening to non-native speakers of English) 
Getting the main points of clear standard speech on familiar 
matters regularly encountered in school, campus, leisure, etc., 
including short narratives. 
Listening1.18 (Listening to standard announcements and 
instructions of native or non-native speakers of English) Getting 
the main points of short, clear, simple messages and 
announcements. 
Listening1.19 (Listening to conversation on general topics 
between non-native or native speakers) Getting the main points 
of discussion, provided speech is clearly articulated in standard 
dialect. 
Listening1.20 (Listening to non-native speakers of English in a 
lecturer) Understanding lectures in business/accounting field, 
provided the subject matter is familiar and the presentation 
clearly structured. 
Listening1.21 (Listening to non-native or native speakers of 
English in a talk, report or presentation) Following talks, reports 
or presentations in business/accounting field, provided the 
subject matter is familiar and the presentation clearly structured. 
Listening1.22 Understanding the main ideas of standard speech 
in discussions of specialised topics related to accounting/ 
business. 
Listening1.23 Understanding arguments in discussions of 
specialised topics related to accounting/business. 
Listening1.24 Understanding English lecturers’ speaking 
guidance related to the topic being discussed. 
Listening1.25 Understanding English native speakers’ 
conversation in audio media related to the topic being discussed. 
Listening1.26 Understanding English native speakers’ 
conversation in audio-video media related to the topic being 
discussed. 
Listening1.27 Understanding the conversation of English non-
native speakers from countries like Hong Kong and Singapore 
through audio media related to the topic being discussed. 
Listening1.28 Understanding the conversation of English non-
native speakers from countries like Hong Kong and Singapore 
through audio-video media related to the topic being discussed. 
Listening1.29 Checking the 
students’ understanding of new 
vocabulary and technical terms 
used in the audio/audio-video 
recordings. 
Listening1.30 Checking the 
students’ understanding of the 
grammatical features of the 
expressions used in the 
audio/audio-video recordings. 
Listening1.31 Checking the 
students’ understanding of the 
linguistic features and particular 
patterns of communication of 
professionals in 
business/accounting field in the 
audio/audio-video recordings. 
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READING 
Competencies (10 items) Language Use Discussion (6)  
Reading1.32 Reading short, simple texts of general topics. 
Reading1.33 Reading to find and understand general information 
in everyday material such as letters, brochures, and short official 
documents. 
Reading1.34 Reading to understand instructions on a new 
machine or procedure 
Reading1.35 Reading to recognize significant points in magazine 
or newspaper articles. 
Reading1.36 Reading to scan longer texts in order to locate 
desired information, and gather information from different parts 
of a text, or from different texts in order to fulfil a specific task. 
Reading1.37 Reading to understand short, simple texts and 
subjects related to one’s field of study or job. 
Reading1.38 Reading to understand the main points in longer, 
complex specialised texts (e.g. business or accounting texts) on 
familiar subjects. 
Reading1.39 Reading to recognize the line of argument in the 
treatment of the issue presented in specialised texts (e.g. business 
texts).  
Reading1.40 Reading to understand the main conclusions in 
clearly signalled argumentative specialised texts in business. 
Reading1.41 Reading correspondence relating to his/her specific 
field (business or accounting field) and readily grasp the essential 
meaning. 
Reading1.42 Discussions on the 
difficult vocabulary of general 
texts before reading. 
Reading1.43 Discussions on the 
grammatical features of general 
texts. 
Reading1.44 Discussions on the 
difficult vocabulary and specific 
technical terms of specialised 
texts in business or accounting 
field before reading. 
Reading1.45 Discussions on the 
grammatical features of 
specialised texts (e.g. accounting 
and business field). 
Reading1.46 Discussions on the 
organization of a specialised 
accounting text and the 
communicative intentions of the 
writer.  
Reading1.47 Discussions on the 
associated tasks pertaining to a 
specialised accounting text. 
 
WRITING 
Competencies (8 items) Language Use Discussion (4) 
Writing1.48 Writing everyday aspects of one’s environment, e.g. 
places, people, living conditions, educational background, etc. in 
linked sentences. 
Writing1.49 Writing short coherent texts on familiar subjects with 
variation of sentence structure (e.g. simple, compound and 
complex sentences). 
Writing1.50 Completing forms related to personal information. 
Writing1.51 Writing memos, notices, or summary on familiar 
subjects. 
Writing1.52 Preparing professional correspondence in 
business/accounting field and understanding the specific terms, 
styles and writer’s intentions found in the correspondence. 
Writing1.53 Writing important points of a meeting in a well-
structured text. 
Writing1.54 Synthesizing information and arguments from a 
number of sources in business or accounting field.  
Writing1.55 Writing clear, longer coherent texts or essays, 
developing a point of view on specialized topics related to 
business/accounting field. 
Writing1.56 Discussions of 
vocabulary and sentence 
structures of a piece of short 
writing such as describing places. 
Writing1.57 Discussions of 
paraphrasing and summarizing 
short texts.  
Writing1.58 Discussions of text 
organization of a general text (e.g. 
expository writing) and its 
communicative purpose. 
Writing1.59 Discussions of 
specialised text organization (e.g. 
business correspondence) and its 
communicative purpose. 
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Appendix D2: CFA Factor Loadings of Each Exploratively Obtained Competency Construct 
 
Two-Factor Model of 
Speaking Competency Constituent 
Two-Factor Model of 
Listening Competency Constituent 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note:  GE = General English 
            BE = Business English 
 
One-Factor Model of 
Reading Competency Constituent 
One-Factor Model of 
Writing Competency Constituent 
 
 
 
 
 
 
 
 
 
 
 
 
237 
 
Appendix D3:  Specification of the CFA Model for Reading and Writing Competency 
 
Two-Factor Model of Reading Competency 
Constituent 
Two-Factor Model of Writing Competency 
Constituent 
 
 
 
 
 
 
 
 
 
 
           One-Factor Model of      Two-Factor Model of 
 Writing Competency Constituent     Writing Competency Constituent 
          with Error Correction     with Error Correction 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
